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Abstract 
This case study attempted to isolate and recommend a network of the most effective wrap-
around support services that impact time on learning and graduation as identified by adult 
learners enrolled in Quesnel, British Columbia's Continuing and Adult Education Helen 
Dixon Centre. Research on deterrents to attendance and strategies for retention are reviewed. 
This research project focused on identifying institutional, dispositional, and situational 
deterrents by conducting face-to-face interviews of fifteen non-graduated students. Data 
analysis was conducted through a mixed method approach. The results revealed that 
situational barriers are prevalent for Quesnel's adult learners. A child minding service and a 
course in personal and professional development were suggested as intervention strategies by 
participants. The possible significance of the study in terms of what was learned, alternative 
explanations for results, implications, and recommendations are also discussed. 
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The society of our age, as Robert Maynard Hutchins warns us, cannot wait for 
the next generation to solve its problems. Time is running out too fast. Our 
fate rests with the intelligence, skill, and good will of those who are now the 
citizen-rulers. The instrument by which their abilities as citizen-rulers can be 
improved is adult education. This is our problem. This is our challenge. (The 
Encyclopaedia of Informal Education, n.d. , Informal Adult Education, Self-
Direction and Andragogy) 
CHAPTER 1: 
Introduction 
Hutchins' words are the impetus for this graduate research project. For adults to 
compete in a global economy, survive in the age of technology, and achieve personal growth, 
they need a foundation of basic education. This concept is not new; educators have been 
promoting reading, writing, and arithmetic skills since the earliest of times. Each year adult 
education programs serve as the starting point toward this basic level for many adults who 
have had their education interrupted (Hubble, 2000). They enroll either to upgrade their 
literacy and numeracy skills or to earn an adult diploma. Many adult students face unique 
challenges that stem from individual, family, or home-related problems; financial hardships; 
and lack of self-confidence (Valentine & Darkenwald, 1990, p. 31 ). As a consequence, a 
dependable adult basic program requires multifaceted academic and institutional supports to 
ensure learners are productive and successful in their academic endeavors. Current adult 
basic learner support services at Quesnel, British Columbia's Continuing and Adult 
Education Helen Dixon Centre (CAEC) include access to a full-time academic advisor, 
instructors, content-specific workshops, and career-support services. The challenge for 
educators and academic advisors working with adult learners in Quesnel is to employ their 
intelligence, skills, and good will to move the adult education program forward by supplying 
supports that enhance student graduation. 
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Educators and scholars alike have focused on identifying the various reasons why 
learners are motivated to continue their education as adults. Whether looking to upgrade 
basic skills at a continuing education facility or enrolling in a first year college course, the 
adult learners' ambitions drive their quest for educational growth. Burgess ( 197 4) identified 
five basic motivations prompting adult students to return to the classroom. These include a 
desire to (a) acquire knowledge, (b) escape current life situations, (c) reach a personal, social, 
or religious goal, (d) take part in a social activity, and (e) comply with formal job 
requirements. In a later study, Aslanian and Brickell (1980) asked 744 adult learners what 
had inspired them to start learning. Nearly 83% responded that a life transition was the 
motivating factor. Often a change in job, a divorce, a child leaving home, improved health or 
living conditions, or merely having more free time provides the impetus for adults to reinvest 
in their education. 
Although the reasons for participating in adult basic education (ABE) programs help 
educators understand what brings students to the school's door, the more important 
realization is that these initial motivators are dynamic in nature. In other words, the status of 
a student' s availability to return to school can change as quickly as it presented itself. 
Institutional, personal, and social forces influence the adult learners' access to educational 
opportunities because adults are voluntary learners, they " ... decide whether they will learn, 
what they will learn, and where they will learn" (Anderson & Darkenwald, 1979, p. 1). 
It is common for the adult learner to reveal to an academic advisor their 
apprehensions about returning to school. For some, anxiety becomes so pronounced upon 
the realization that furthering their education will significantly alter their daily routines, free 
time, family time, and work commitments that they question their decision to return. The 
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manifestation of their anxiety is poor attendance, poor concentration, and poor completion 
levels. In light of the fact that the academic advisor is a primary contact and resourceful 
advocate for learners, acting as an agent of change within the adult learning environment 
would be an ideal role for the advisor to play. Often times, the advisor, through mutual 
dialogue with the student, will have a unique perspective on each learner and the challenges 
learners face. As a result, the information gathered by the advisor can be meaningful in 
understanding how to support learners' needs and how to enhance their learning experience. 
In an attempt to create a positive learning environment and alleviate anxiety, a 
comprehensive, wrap-around support network of socioeconomic resources should be offered 
to adult learners. I believe that academic advisors need to be actively involved in creating 
such a network. A flexible framework that supports and offers direction to learners of any 
maturation level is essential to accomplish life-long academic success. Instilling this 
supportive learning environment should be at the forefront of any adult education program. 
There is an assumption that if such an environment is supplied to students, the majority of 
them will utilize those services to benefit best their academic and personal situations. This 
research project was based on these ideals. 
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CHAPTER2: 
Problem 
Frequently, returning adult learners hold adverse attitudes toward upgrading because 
their previous educational experiences have been less than satisfactory. The structure of the 
regular K -12 educational system demands a conformity that reflects a moderate to proficient 
degree of ability for formal learning, and an attitude toward school learning that is in 
accordance with traditional North American values. For these reasons, individuals who come 
from environments that are anything but ideal may be at odds with the educational system 
and are at high risk for academic failure and dropping out. For some, returning to an 
educational program as an adult can represent the possibility of setting oneself up for another 
failure. Consequently, it is important for students to see the adult learning environment as 
encouraging by promoting academic upgrading as a personal advancement, and to be 
dependable by offering assistance that enables students to accomplish goals offered within 
the environment (Long, 1983 ). 
The Problem Statement 
The purpose of this research project was to increase Quesnel ' s CAEC students ' 
graduation rates by identifying their socially and emotionally based perceptions of the most 
effective support services to facilitate a wrap-around network that encouraged time on 
learning and program completion. 
The Problem 
In the 1990s, the province of British Columbia experienced a steady increase in 
enrolment for adult learners at the continuing and adult education level. The 1995 Standard 
Report illustrates that enrolment nearly doubled from 1991 to 1994 (see Figure 1). 
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Figure 1. British Columbia Ministry of Education Adult Student 
Enrolment Report for Years 1991 to 1995 
1994-95 
Since the tum ofthe 21 5t century, the province of British Columbia has experienced a 
decrease in adult education enrolment (2001/02 to 2005/06 Enrolment Report Collection, 
2006). The British Columbia Ministry of Education Enrolment Report for 2001 to 2007 
shows a 23.5% decrease in ABE enrolment. A graphic summary of this is illustrated in 
Figure 2. This decline in enrolment over the period of2001-02 to 2006-07 is likely due to 
bureaucratic policies, demographics, and economic conditions. Social services policies that 
do not permit adults to participate in ABE programs while receiving income assistance 
benefits, as well as a decrease in adequate support services such as financial assistance, 
recreational facilities, and personal counseling hinders adult education enrolment (Thomas, 
2006). Ministry of Education bureaucracy revisions have a major influence on the 
accounting system for adult education participants. In the past, adult learning centres 
determined enrolment numbers and annual funding through the Ministry of Education by 
reporting headcounts. As such, headcounts do not accurately reflect the number of students 
enrolled because student course progress is not considered (S. Gilmour, personal 
communication, September 20, 2007). In 2002, the Ministry of Education announced that 
adult learners can be claimed for funding by school districts if the students have received a 
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minimum of 10 hours of direct instruction, or completed at least 10% of their course/s 
requirements (Thomas). The result is a restrictive format when counting ABE enrolment. 
The enrolment graphs illustrated in this report were based on this current method of counting. 
There is, however, one graph depicting headcount enrolment. It is presented and addressed 
later in this section of the report. 
In 1998, the typical age of adult learners was 22, whereas in 2005 the British 
Columbia Ministry of Education's ABE Survey shows the median age of the fundamental 
ABE learner to be 35. Demographically, the Province has experienced a decline in the 
population of young adults aged 30 and under. Economic conditions must also be factored 
into adult learner classroom attendance. For instance, 26% of the 2005 ABE Survey 
respondents reported employment-related factors as a cause to leave their program of study 
prematurely. 
Student 
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Figure 2. British Columbia Ministry of Education Enrolment 
Report Collection for Years 2001 to 2007 
Locally, the statistics from Continuing and Adult Education Helen Dixon Centre 
(CAEC) in Quesnel, British Columbia exemplified the decrease documented at the Provincial 
level. The District Administration System's numbers reveal that between July 1, 2001 and 
June 30, 2002, the adult enrolment in the district was 426, while the enrolment for 2006-07 
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was 234 students- an astonishing 45% reduction from the 2001-02 levels. Figure 3 
illustrates the fluctuations between July 1, 2001 and June 30, 2007. 
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Figure 3. Continuing and Adult Education Helen Dixon 
Centre 
Enrolment for Years 2001 to 2007 
Figure 4 illustrates the reported CAEC headcounts from years 2001-02 to 2006-07 
and depicts a trend similar to the course progression graphs - one of a steady decline. 
Between the years 2001-02 and 2006-07 there was a 24% drop in the number of people 
enrolled for adult learning at CAEC. A closer comparison between the graphs show that the 
enrolment by headcount for these years dropped less than the enrolment by progress. A very 
likely explanation for this is that a greater number of adults enrolled with the intention of 
progressing than those who actually did. In other words, some hopeful learners registered 
never to return, or perhaps the 10% course progress or 10 hours of direct instruction was not 
met. 
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Figure 4. Continuing and Adult Education Helen Dixon Centre 
Enrolment for Years 2001 to 2007 Based on 
Headcount 
However, declining emolment numbers do not necessarily translate into declining 
adult graduate numbers at Quesnel ' s CAEC. On the contrary, there was a 36% increase in the 
number of graduates from 2001-02 to 2006-07, as Figure 5 demonstrates. This is a trend that 
Continuing and Adult Education staff endeavors to understand and aims to support. In 
addition, it is important to note that although the graduate numbers have increased, only 8% 
of emolled students actually graduated with an adult dogwood in 2006-07. 
Number of 
Graduates 
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Figure 5. Total Number of Continuing and Adult Education Helen 
Dixon Centre Graduates for Years 2001-2007 
Research Questions 
The challenges academic advisors face range from convincing students they have the 
ability to upgrade to providing support services that link together in a natural, concise 
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manner to foster a positive, all-encompassing experience for the adult learner. I, however, 
expected that a number of situational, dispositional, or institutional deterrents to graduation 
would be presented by participants. It was my beliefthat understanding the nature of such 
barriers, enhancing the present support services as identified by students, and recognizing the 
absences of critical support services that consider the social-emotional needs of students can 
be expected to enhance program progression and facilitate goal completion. Taking a social-
emotional approach to understanding adult learners' needs differs from the more common 
social-environmental approach in that it takes into account emotional and psychological 
factors that impact adult learners and focuses less on the physical environment and social 
situations, such as socio-economic status. 
The research questions were designed to identify wrap-around support services that 
students perceive as impacting on time on learning and graduation. They are listed below: 
1. What institutional, dispositional, and situational variables present 
challenges for adult students at Continuing and Adult Education Helen 
Dixon Centre? 
2. What support services currently offered at Continuing and Adult 
Education Helen Dixon Centre are considered to be useful by adult 
students? 
3. How do the data identify deterrents to time on learning and graduation, 
and what suggestions can be made to address these deterrents in a wrap-
around support framework? 
Potential Answers 
I anticipated that the results from this research would produce accurate representative 
data from the sampled population; it was suspected that the answers to the preceding 
questions would be discovered during the research process and would manifest as follows. 
1. There are a variety of social-emotional factors that hinder adults from learning. 
Those responsibilities and life issues that become barriers to attending, progressing, 
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and completing a program of study are called situational barriers. Dispositional 
barriers are those derived from hard-wired traits such as psychological, personality, 
and attitudinal make-up of the students and their beliefs about their abilities to learn. 
Institutional barriers pertain to the method of instruction, policies, and program 
requirements (Hubble, 2000). Suspected situational barriers may include 
transportation issues, conflicting work schedules, employment requirements, health 
concerns, and child minding problems. Dispositional barriers may consist of low 
self-esteem, lack of future orientation, mental distress, and unrealistic expectations 
regarding students' academic achievement and program progress. Possible 
institutional barriers may stern from chosen instruments for upgrading (e.g. , computer 
or paper-based only) and degree of available teacher-directed instruction. 
2. I hypothesized that the support services already in place at Quesnel ' s CAEC that 
participants perceive as valuable include the administrative intake procedure, access 
to an on-site academic advisor, career guidance, and content-specific study groups 
and workshops. The intake process would most likely be identified as streamlined, 
concise, and organized. In my opinion, students have easy access to an on-site 
advisor both by appointment and drop-in arrangement to address concerns regarding 
personal and academic matters. Content-specific study groups and workshops are 
interactive and informative. 
3. I expected that the results from this study would aid in the identification of deterrents 
and subsequent constructive change to facilitate program progression and graduation. 
Potential support services arising from the research data may have included 
expansion of support services in family and life skills as well as health and wellness. 
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Additional wrap-around services could include direct support for adult students with 
children vis-a-vis child minding, special education classes, and workshops or 
information sessions regarding relationships and parenting. 
Theoretical Perspectives 
Over the years, several theoretical perspectives have been developed in the field of 
adult education in an attempt to forge new frontiers of knowledge. A methodical and diverse 
accumulation of knowledge is essential for progress in any profession. It is essential to the 
accumulation process that theory and practice be constantly interactive because according to 
Cross, "Theory without practice is empty, and practice without theory is blind" (1981, 
p.l1 0). 
In a review of philosophical theories of adult education from the 1960s and 1970s, 
Merriam (1977) provided a succinct overview of Bergevin's (1967) and Lindeman's (1961) 
perspectives that individual educational growth is linked to societal concerns. Bergevin 
asserted that when an individual experiences a positive relationship with the environment, the 
opportunity to advance as a citizen, to move from "barbarism toward refinement" is possible 
(as cited in Merriam, 1977, p.198). Merriam also discussed Lindeman's views concerning 
the emphasis of individual growth and life improvement for the adult basic learner, which 
extols meeting the individual needs of learners through problem solving discussions, self 
expression, and the power and freedom to assist educational achievement. Lindeman also 
valued the opportunity for adult learners to express concerns about factors that interfere with 
learning, should they be adjusting to changed work, familial, social, or economic conditions 
(Brookefield, 2001). Both theorists put forth the notion that the learner's individuality must 
be taken into account as well as his or her life experiences and situations when initiating and 
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implementing wrap-around support services. To achieve an understanding of the student's 
perspective and life situation, in-depth dialogue among adult learners, academic advisors, and 
instructors is required. 
In an attempt to diagnose dropout behaviours at educational institutions, Boshier 
( 1971) developed the theoretical model PEES (Personality and Educational Environment 
Scales). Utilized in a follow-up study of participation and dropouts in adult education 
classes, the PEES form measured the magnitude of the discrepancy between the student's 
rating of himself/herself, his/her lecturer, and other students, and his/her ideal-self to 
determine dropout behaviours for course-related reasons. Persisters submitted 948 forms 
while dropouts submitted only 326. Responses indicated that low discrepancies (or assumed 
self/other similarities) were associated with persistence behaviour and dissimilarity (or high 
discrepancy) was associated with dropout behaviour. It was suggested that an "optimum" fit 
between a participant and aspects of his/her institutional environment exists. The conclusion 
that participant satisfaction and success could be fostered by manipulating institutional 
characteristics is an important one because it reminds educators to examine learning 
environments carefully and objectively. 
Darkenwald and Merriam's (1982) Psychosocial Interaction Model conceptualizes 
participatory behaviour as a set of responses to internal and external stimuli that are 
presented as a linear continuum of seven constructs (see Figure 6). The model frames social-
environmental forces as central to impacting participation in adult learning. Darkenwald and 
Merriam's model declares that events and experiences that occur in pre-adult life influence 
adult behaviour and may even impact participation in adult education. In other words, 
individual and family characteristics such as I.Q. and socioeconomic status strongly 
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influence one's perceptions of and attitudes toward organized learning. Other pre-adulthood 
factors that are equally important and influential to the probability of participation in late-life 
learning include the degree of preparatory education and socialization. According to 
Darkenwald and Merriam, an individual ' s values and aspirations are acquired through these 
processes and are major determinants of adult socioeconomic status (SES). 
Pre-Adulthood ---+ Adulthood 
Individual and Preparatory ~ 
Family ---+ Education and 
Characteristics Socialization 
Figure 6. The Psychosocial Interaction Model. 
Note. H indicates "High", M indicates "Medium", and L indicates "Low". 
..... 
0 c 
o-2 :.:~ 
·- 0.. 
.0 ·-
"' 0 .0 ·-
0 t 
.... "' ll.C... 
Socioeconomic status can be described as educational attainment, occupational status, 
and income (Silva, Cahalan, & Lacireno-Paquet, 1998). The first key factor in Darkenwald 
and Merriam' s (1982) model is socioeconomic status. It is described as the most dominant 
variable in the continuum because the impact of SES is mediated by a number of other 
factors (Silva, Cahalan, & Lacireno-Paquet). The second concept is that of a "learning 
press." This is the extent to which environment requires or encourages further learning. The 
third factor recognizes attitudes and perceptions about the value and utility of education. 
General readiness for social participation, and participation stimuli constitute the forth and 
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fifth factors. Barriers to leaning are labeled as the sixth component of the model. Barriers 
are believed to stem from personal, informational, and bureaucratic sectors. One' s SES level 
determines the severity of these barriers for that individual. Finally, the interrelationship of 
these factors is important in determining the probability of participation (Darkenwald & 
Merriam, 1982). Generally, the model states that if one is from/of medium socioeconomic 
status, then the chances of that individual enrolling in organized adult education will be of 
equal probability. 
Cross (1981) identified key variables and their interrelationships in predicting adults' 
participation in learning. She developed her conceptual framework of adult motivation for 
learning through her analyses and critique ofthe work of four motivational scholars. These 
were: Miller' s Force Field Analysis ( 1967), Rubenson' s Expectancy-Valence Paradigm 
(1977), Roger Boshier's Congruence Model (1973), and Allen Tough's Anticipated Benefits 
(1979). Cross ' Chain-Of-Response (COR) model is not expected to predict who will 
participate in adult learning activities but it aids in organizing practitioner and researcher 
thinking and action (Kasworm, as cited in Jarvis, 1995). It assumes that participation in a 
learning activity is not a single act but the result of a chain of responses, each based on an 
evaluation ofthe position of the individuals (dispositional factors) in their environment 
(institutional and situational factors). Her model illustrates the interaction of forces 
beginning with the individual and moving increasingly to external conditions stressing the 
importance of the learner' s self-esteem and life transitions. A diagram of Cross' model (see 
Figure 7), followed by a simple overview explains her theory. 
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Information 
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+-
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Figure 7. Chain-Of-Response (COR) Model for Understanding Participation in Adult 
Learning Activities. 
Link A, Self-Evaluation, considers the participants' confidence in their own abilities 
to learn. Should the learners have low self confidence, then they will attempt to protect their 
sense of self-esteem by not volunteering for learning. 
Link B refers to the adult learners' attitudes toward education. Cross claims that the 
learners are unlikely to return voluntarily to school if they hold negative associations with 
education. Links A and Bare interactive and are derived primarily from past experiences 
and learning. 
Link C indicates that motivation is strong if a person is likely to achieve an important 
goal through further education. Obviously, motivation to participate in educational activities 
declines if the goal is not especially important or if the likelihood of achieving success is in 
doubt. Link C of the COR model also influences Link B, Attitudes about education. 
Link D of the chain, Life transitions, directly affects Link C and may trigger a latent 
desire for education into action. Triggers are commonly brought on by sudden dramatic 
changes such as a divorce or loss of job. 
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LinkE challenges the participants ' commitment to take part in learning activities. 
They will either overcome modest barriers and continue with participation or become 
motivationally defeated by barriers and stop participation. 
Link F of the COR model provides adult learners with information to overcome 
barriers and obtain accurate information that encourages motivation, leading to participation 
in educational activities, otherwise known as Link G. A lack of information often means a 
lack of motivation and participation for the adult learner. Cross explains that whatever the 
level of motivation to participate, the adult learners' desire will be reflected in Link B. Link 
G reinforces or influences Link B. 
Cross (1981) explains how the COR model works by providing a scenario of a 
hypothetical learner, whom she refers to as Sally: 
Let us assume that Sally is a self-confident individual who liked school and 
was successful in it(+ Link A and+ Link B) but has a husband who opposes 
her pursuit of a college degree (-B). Sally becomes divorced and a life 
transition (+D) removes the negative force of her husband's opposition to 
further education (B+) at the same time that it adds a strong force for gaining 
the qualifications for a job that is self-supporting (+C). The force for 
participation at this point is quite strong, and she may take the initiative in 
ferreting out information about her options (+F). But the course that Sally 
wants to take meets from 2:00 to 4:00 on Wednesdays, leaving her with a 
babysitting problem (-E). Ifthese external barriers are extremely strong and 
cannot be overcome, this may terminate the force for participation. (p. 128) 
Cross' (1981) COR model provides a holistic approach to understanding adult 
learning motivation and participation because several internal and external key factors are 
considered. The importance of learning how deterrents and previous learning experiences 
shape one's desire to pursue educational activities helps educators to understand better how it 
happens and what supports to offer to encourage adult learner participation. 
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At present, Quesnel's Continuing and Adult Education staff aspires to a model 
encompassing mutual respect and partnership in learning between students and staff. The 
intention is that the adult learner will be surrounded by encouraging staff members to foster 
an environment that will assist the learner and promote time on learning and graduation. 
Mutual respect and responsibility are key themes of the current learning methods employed 
by the staff. However, educators are mindful of the individuality of their students and tailor 
action plans to facilitate their academic needs. Assisting staff in creating these plans are 
support services that currently include transportation assistance, academic advising, career 
services, course instruction, and text- and web-based curriculum services. Specifically, 
students who do not have reliable transportation have the option of riding the school district 
bussing system. Although the intention of this service is to support adults in their learning 
pursuits, there is no doubt that some may feel uncomfortable riding a bus with elementary 
and high school students. The academic advisor is available by appointment, and on 
occasion by drop-in sessions, to help learners plan career and personal goals. Content 
experts are available on certain days at certain times and two generalist instructors are 
available from 8 AM to 4 PM daily. In addition, students have the option oflearning via 
face-to-face or by distance on computer. Appendix A illustrates a learning environment 
supported by staff and these existing services. 
It is anticipated that the results of this study will provide staff members with further 
insight into the nature of support services needed at Continuing and Adult Education Helen 
Dixon Centre. In addition to the existing support services, extra assistance might include 
services that address (1) child minding, (2) personal planning, (3) financial guidance, (4) 
health information, and (5) special needs/disability services. Providing learners with 
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comprehensive services will not only strengthen the learning environment but also allow staff 
to enhance the cohesiveness ofthe centre. The message delivered to students is the 
program's commitment to student success. Appendix B illustrates a possible refined and 
expanded delivery model for CAEC. 
Definition ofTerms 
Several terms in this study require definitions to ensure maximum comprehension of 
the study. The descriptions used are a combination of context-specific CAEC definitions and 
definitions from other noted sources. 
1. Adult Basic Education - instruction in basic skills, such as reading, writing, 
arithmetic, and other skills required to function in society, offered to persons 19 years 
of age or older (British Columbia Ministry of Education ABE Survey, 2005). 
2. Advanced Upgrading- a student who has demonstrated grades 10 to12 ability on the 
Canadian Adult Achievement Test Level D entrance assessment. This student is 
considered to be a senior level student. 
3. Beginning Upgrading- a student who has demonstrated grades 1 to 7 ability on the 
Canadian Adult Achievement Test Level D entrance assessment. This student is 
considered to be an elementary level student. 
4. CAEC - Continuing and Adult Education Helen Dixon Centre 
5. Canadian Adult Achievement Test: Level D- measures an adult's current functional 
level in mathematics, reading and language to determine an individual's present 
educational level and readiness for literacy instruction, general academic upgrading, 
core skills development, and vocational selection (The Psychological Corporation, 
1991). 
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6. Continuing and Adult Education - in this study refers to instructional support with the 
goal of the student obtaining an Adult Dogwood Diploma, the term for adult 
graduation program. 
7. Deterrent- a dynamic force or set of forces that affect a student's decision to 
participate in a learning program (Valentine & Darkenwald, 1990). 
8. Dispositional Barriers- reasons for non-progression stemming from psychological 
characteristics, personal experiences, attitudes, and beliefs about one's ability to learn 
(Sticht, McDonald, & Erickson, 1998) 
9. Institutional Barriers- reasons for non-progression stemming from instructional 
methods, policies, practices, and requirements of programs (Sticht, McDonald, & 
Erickson, 1998) 
10. Intermediate Upgrading- a student who has demonstrated grades 8 to 9 ability on the 
Canadian Adult Achievement Test Level D entrance assessment. This student is 
considered a junior level student. 
11. Socioeconomic Status- an individual' s level of educational attainment, occupational 
status, and income (Silva, Cahalan, & Lacireno-Paquet, 1998). 
12. Situational Barriers - reasons for non-progression stemming from childcare issues, 
conflicting work schedules, or lack of transportation (Sticht, McDonald, & Erickson, 
1998) 
13. Time on Learning- keeping students actively involved in learning and using time 
effectively to attain educational goals 
14. Wrap-Around Support Services - a unique set of community-based support services 
designed to meet the student's basic needs using a holistic approach. These could 
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include, but not be limited to (1) individual support plans, (2) transportation, (3) child 
minding, (4) health resources and (5) employment services. 
Summary 
Accessible educational opportunities are necessary for adults to achieve economic 
independence as well as individual and social well-being. Educators are aware that several 
variables determine when and why adults enroll to continue their education and that 
oftentimes anxiety leads to poor completion levels. The notion that learners' individuality 
and life experiences should be the forefront of every student services framework is expressed 
in theoretical perspectives. The criteria for determining adult learner enrolment counts 
within a continuing education facility have influenced the nature of enrolment across the 
province of British Columbia. Although the numbers of annual graduates at Quesnel's 
CAEC are on the rise, continuing and adult education enrolment at the Provincial level is on 
the decline. The purpose of this research was to determine the dispositional, institutional, 
and situational deterrents Quesnel's CAEC adult learners are faced with to understand the 
types of comprehensive support services that may increase time on learning and graduation. 
The three critical research questions focus on identifying deterrents, determining current 
support services, and drawing inferences from the data to inform program design and support 
services. 
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CHAPTER3: 
Literature Review 
Historical Background 
Traditionally, educators based their curricula and teaching practices about learning 
and the characteristics of learning on the model of pedagogy- "a term derived from the 
Greek words paid (meaning "child") and ago gus (meaning "leading")" (Knowles, 1980, p. 
40). The pedagogical assumptions about learning and learners were initially based on 
observations by the monks in teaching very young children relatively simple skills - mostly 
reading and writing (Stubblefield & Keane, 1989). Over the periods of the eighteenth and 
nineteenth centuries, this model was adopted and reinforced. As adult education was 
systematically organized during the 1920s, educators experienced several problems with the 
pedagogical model. Adult learners were resistant to the strategies that pedagogy prescribed, 
including fact-saturated lectures, drills, quizzes, rote memorizing, and examinations. Adults 
appeared to want something more than this, as the high drop out rates indicated (Jarvis, 
1995). 
Historically, adult and continuing education has arisen as a response to particular 
needs. For this reason, it has a " ... direct and symbiotic relationship with the environment in 
which it occurs" (Rachal, 1989, p. 3). The 1960s brought forth studies from scientifically 
designed research that focused on the internal process of adult learning. The theoretical 
model of andragogy emerged as a result of studies in clinical psychology, developmental 
psychology, gerontology, sociology, and anthropology in both North America and Europe 
(Stubblefield & Keane, 1989). Andragogy is taken from the Greek word aner (with the stem 
andr-), meaning "man, not boy" or adult (Knowles, 1980, p. 42). Knowles (1980) describes 
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the andragogical model "as research-based knowledge about adults as learners following 
alternative assumptions that differ from the previous pedagogical model" (p. 48). He further 
elaborates that "learning opportunities must be made available to adults at times and places 
that are convenient to them and that provide easy entry and exit" (1980, p. 4 3 ). 
Andragogy is premised on four critical assumptions about the characteristics of 
learners that are different from the assumptions on which traditional pedagogy is premised. 
Bedar (as cited in Merriam & Cunningham, 1989, p. 44) believes that these assumptions are 
that as individuals mature 
1. their self-concept moves from one of being a dependent personality 
toward being a self-directed human being, 
2. they accumulate a growing reservoir of experience that becomes an 
increasingly rich resource for learning, 
3. their readiness to learn becomes oriented increasingly to the 
developmental tasks of their social roles, and 
4. their time perspective changes from one of postponed application of 
knowledge to immediacy of application and their orientation toward 
learning shifts from one of subject-centeredness to one of performance-
centeredness. 
The 1960s and 1970s are years that can be considered revolutionary to educators in 
the ABE field. The focus of research shifted from implementing strategies to enhance 
instructional programming and administration to understanding and supporting the unique 
characteristics adult learners exhibit and the challenges they face. The pioneering works of 
Johnstone and Rivera (1965), Anderson and Niemi (1969), and Boshier (1971; 1973) 
established a profile of socio-economic and social-psychological characteristics of adult 
learners, perceived barriers to education, and beneficial supports aimed at individual needs 
and program development needs to name a few. These original studies contributed to the 
framework of support services available to today's adult basic learners. 
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One purpose of Johnstone and Rivera's (1965) national study of 12,000 American 
households was to determine how family duties and obligations affect rates of learning for 
the adult student in the family. Thirty-four percent of young fathers compared to 23% of 
young mothers were found to attend adult education classes; whereas there was no difference 
between young men and young women who did not have children- 29% each. Four decades 
later, Johnstone and Rivera's work proves valuable to the modem day educator because of 
the suggestion that educational behaviour may be strongly influenced by life-cycle position. 
Anderson and Neimi's 1969 study examined how the role ofbasic education changes 
the social and personal characteristics of disadvantaged adults. Their literature review 
revealed that disadvantaged adult basic learners typically have " ... the lowest income, the 
poorest education, the largest families, the highest incidence of ill health, the least chance of 
employment and little promise of a better future" (p. 28). The results also suggested that the 
disadvantaged are hampered by certain psychological inadequacies and social barriers closely 
connected to a lack of self-confidence, a high degree of dependency, and low achievement 
motivation (Anderson & Neimi, 1969). Their study establishes a partial demographic profile 
of adult basic education learners. 
Attempting to gain a deeper understanding of the factors influencing participation in 
adult learning, Boshier ( 1971) employed his Personality and Educational Environmental 
Scales (PEES) theoretical model to determine the factors involved in the interaction between 
course and non-course reasons for dropping out. 1 His suggestion that educational programs 
should aim to foster an "optimum fit" between a participant and aspects of his/her 
institutional environment was novel for its time because other studies focusing on adult 
education participation research largely ignored institutional variables as factors affecting the 
1 This study was discussed in detail in the previous section. 
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success of students (with the exception of Johnstone & Rivera, 1965). Boshier further 
developed his theory in a later study ( 1973 ), asserting that " .. . single variable studies fail to 
explain or predict what is a multi-variate phenomenon" (p. 255) and that to understand fully 
the nature of non-participation, it is important to recognize that both participation and 
dropping out are the consequences of an interaction of psychological and environmental 
variables. 
The Importance of an Authentic Relationship Between the Academic Advisor and the Adult 
Learner 
The adult learner's first educational contact is typically with an academic advisor, a 
relationship that ideally will be authentic. The primary goal of any academic advisor is to 
enhance students ' learning experiences by gaining a sense of their academic and personal 
aspirations. Furthermore, it is desirable if the initial leadership role the advisor demonstrates 
in the advising sessions can be transformed into a shared leadership effort whereby the 
student takes the lead in her or his educational planning. To achieve an authentic 
relationship, the advisor and advisee must go beyond basic course scheduling to develop a 
trusting relationship that leads to successful learner experiences and goal attainment. 
For many adult learners, returning to school requires reordering life' s demands and 
strategic juggling of students' time and energy is required to become a competent, productive 
student. Advisees often encounter resistance from family members, employers, and friends 
about their decision to enroll in an educational program, leaving the learners feeling doubtful 
about their choice. If the learners do not receive institutional support to counteract these 
feelings, then there is a greater chance that they will abandon their efforts to learn (Polson, 
1994). Adult students need someone within the institution who cares and is capable of 
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providing support services sensitive to the nonacademic interests and commitments valued 
by the aspiring learners. Advisors who practice a developmental approach to advising are 
concerned with students' academic goals and human growth. The ad vi sees' life and career 
goals are considered in developing academic plans to meet those goals and facilitating 
opportunities for personal growth (Bland, 2003). Because the adult learner arrives at the 
educational institution " ... from many different developmental stages, moving in, through, 
and out of various life transitions" (Polson, p. 22), it is important for the advisor to 
understand the reasons for enrollment and how they influence the student's academic life. 
When this is known, the advisor can proceed to help the advisees develop strategies to 
overcome stressors that threaten academic progress and help them to remain flexible and 
open to other views. "Learning has an emotional component; sometimes learning can make 
us uncomfortable because it involves change. In many instances, learners find it helpful just 
to have an advisor willing to listen while they sort out conflicting views" (Polson, p. 22). 
To emphasize the potential benefits of consulting with an academic advisor and to 
understand the dimensions of good advisors, Belcheir' s ( 1999) study revealed six general 
factors that were identified as being valuable by 890 undergraduate students. Factor 1 
identified that effective advisors encourage students throughout their academic pursuits. 
Factor 2 identified that good advisors are proactive in arranging meetings, defining 
responsibilities, and addressing obstacles that may hinder goal achievement. Factor 3 
expressed the need for academic advisors to be respectful. Factor 4 identified that advisors 
should be approachable and helpful. Factor 5 addressed the need for personal interest in and 
knowledge about the advisee. Factor 6 identified the importance for the advisor to be a good 
time manager and able to spend quality advising time with the advisee. The results of 
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Belcheir' s report also confirmed that respondents found advising sessions to be helpful for 
academic and personal planning because of the wealth of information available to them and 
the trusting relationship that was formed as a result of a caring approach by the academic 
advisor. Although the dimensions of a good advisor were derived from the feedback of 
university students, identified factors should be considered for advising in adult basic 
education. 
To understand the dimensions of a good advisee, Petress (2000) claimed that 
"Effective advising relationships help enhance students' academic progress; improve 
students' emotional state; aid in guiding students to form sensible long-term plans; and 
assists institutions by reducing many avoidable problems" (p. 598). He also declares that 
adult students directly benefit from possessing seven characteristics. These are (1) meeting 
with the advisor on a regular basis, (2) attending advising sessions mentally and emotionally 
prepared, (3) possessing a positive attitude toward planning and decision making, (4) trusting 
the advisor, (5) advising in a timely manner, (6) advising follow through, and (7) asking 
relevant and necessary questions. 
Bland (2003) asserts that there are two approaches to student advising -prescriptive 
advising focuses on mainly course scheduling and developmental advising takes a holistic 
approach to academic advising. Prescriptive academic advising flows one-way, with the 
advisor holding the control of the session and dictating course selection and academic 
regulations to the student. There is little effort made by the advisor to gain a full perspective 
of the advisee's long-term goals. Typically, prescriptive advisors supply students with quick 
solutions for problems, register them for courses, and direct students to appropriate 
resources. On the other hand, the developmental approach to advising surpasses clerical 
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duties and facilitates a relationship between the advisor and advisee that promotes a 
supporting environment that empowers students and encourages shared responsibility 
(Schlossberg, 1984 ). 
The role of the developmental academic advisor demonstrates a leadership 
philosophy that is shared between the advisor and the advisee. The goal for this relationship 
is for the student to control and be responsible for her/his own success; thereby, relieving the 
advisor of that control. The advisor creates synergy with the advisee by listening attentively, 
expressing empathy, and asking non-judgmental questions. When adult students and 
advisors bond, a sense of place and belonging develops and students realize that they too can 
have a voice within their learning environment (Bland, 2003). In fact, while investigating 
adult student perceptions of the developmental advisor-advisee relationship, Beasley-
Fielstein (1986) found that the majority of students interviewed expressed " . .. a desire to be 
known and cared about as a person .. . " (p. 115) as an essential attribute of the advising 
relationship. The results also revealed that respondents believed positive advisor-advisee 
relationships contributed to solving academic and personal problems quickly, thereby leading 
to goal achievement. It is evident that " ... developmental academic advising can have a 
positive impact on student retention and success as well as timely graduation rates" (Bland, 
p. 8). Supportive academic advising " ... provides a venue through which the advisor can 
facilitate growth and development in the adult student, thus empowering the individual to 
reach personal, educational, and career goals" (Bland, p. 9). 
Deterrents to Participation 
The term deterrent is applied to describe the various internal and external 
impediments that impact adult basic learner success. In 1990, Valentine and Darkenwald 
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commented that the traditional term "barriers" was slowly being replaced by "deterrents" in 
adult education literature and described a deterrent as a " ... less conclusive force, one that 
works largely in combination with other forces, both positive and negative, in affecting the 
participation decision" (p. 30). In a study to determine factors that deter participation in 
adult education and their relationship to socio-demographic variables, Darkenwald and 
Valentine (1985) concluded that the decision not to participate in adult education is typically 
due to "the combined effects of multiple deterrents, rather than just one or two in isolation" 
(p. 187). What has been made clear from the literature is that psychosocial and socio-
demographic forces seem to play a significant role in the influence of deterrence. For 
instance, results from Johnstone and Rivera's (1965) study identified three hindrances to goal 
completion- finances, time constraints, and fatigue. Approximately 43% of respondents 
cited financial constraints, 39% cited time constraints, and 37% cited fatigue as personal 
deterrents. Johnstone and Rivera noted that barriers to participation could be conceived as 
being situational and dispositional. Situational barriers are derived from external variables 
that are present in life at a given time whereas dispositional barriers arise from personal 
perceptions of ability, levels of maturity, and attitudes about learning. For instance, one may 
view formal education as unnecessary or hold negative notions toward schooling because of 
poor previous experiences. Maintaining a home and raising children, for example, can be a 
major time constraint to formal learning. 
Fifteen years later, Cross (1981) enhanced Johnstone and Rivera's concept by adding 
institutional factors as deterrents to adult learning activities. In her book, Adults as Learners 
(1981), Cross thoroughly explores why adults participate in learning activities and attempts 
to unravel the convoluted nature of deterrents to participation. Cross poses that institutional 
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barriers consist of facility policies and procedures that discourage or prohibit adult learners 
from advancing in their studies or participating in learning activities. Such barriers may 
include stringent registration criteria or inconvenient class scheduling. Cross found that 
situational factors were cited most frequently as the predominant deterrent in adult learning. 
In her synthesis of thirty state and national surveys, roughly 50% of the respondents cited 
lack of time or financial constraints as deterrents to learning. As well, about 10% cited lack 
of child care or transportation as a hindrance to enrolment. Institutional barriers were rated 
second in importance. These were reported as affecting between 10% and 25% ofthe 
potential adult learners in most surveys. Cross declared that institutional barriers can be 
grouped into five areas. These include scheduling problems, location or transportation 
problems, procedural problems, irrelevant courses, and lack of information about 
programming. At the top of this list were inconvenient locations, inconvenient schedules, 
and a lack of interest in offered courses/programs. Dispositional barriers proved difficult to 
gauge because of social acceptance issues. For instance, it is more socially acceptable to 
state that one is too busy to participate in learning than it is to say that one does not believe 
he or she is cognitively capable of completing a course or program of study. As a result, only 
5% to 15% of the respondents reported dispositional barriers. Lack of interest and personal 
doubt of capabilities were the most frequently reported dispositional barriers for adult 
learners. 
Darkenwald and Scanlan' s ( 1984) inquiry into deterrents to participation in 
continuing education verify Cross ' notions of barriers to participation. Their inquiry 
revealed situational and institutional factors as two categories of barriers that appear to be 
prevalent for adult learners. In their study, situational deterrents included occupational and 
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family constraints whereas institutional deterrents included disengaging instructional 
methods and " ... students' feelings of inability to learn new material" (p. 34) as cognitive 
deterrents for the adult learner. 
Similar to Darkenwald and Scanlan' s (1984) study is the work ofMcGivney (1990). 
McGivney isolated five groups that are typically under-represented in adult education: 
1. Unskilled/semi-skilled manual workers 
2. Unemployed people 
3. Women with dependent children 
4. Older adults 
5. Ethnic minority groups 
She records ten of the most frequently mentioned deterrents to participation and respective 
groups as being those that are listed in Table 1. 
Table 1 
Deterrents to Participation and Respective Groups 
Deterrent in order of relevance 
1. Lack of time 
2. Negative effect of 
school experience 
3. Lack of money 
4. Lack of confidence 
5. Distance from classes 
6. Lack of childcare 
7. Lack of day-time 
opportunities 
8. Education is regarded 
as irrelevant 
9. Lack of transportation 
10. Reluctance to go out 
at night 
Source of Deterrent 
Unskilled workers and young mothers 
Unemployed and unskilled workers 
Unemployed workers, women, and 
elderly persons 
A mixture of groups 
Elderly persons, women with 
dependent children, and ethnic 
minorities 
Mothers with dependent children 
Women and older adults 
Unskilled workers 
Mothers with dependent children, 
older adults and ethnic minorities 
Women and elderly adults 
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The factors identified in McGiveny's research are mainly external forces that work against 
participation and identify women as the predominant group impacted by these deterrents. 
Building upon the concept ofMcGiveny's investigation and using the data base from 
their previous study in 1985, Valentine and Darkenwald (1990) attempt to enhance the 
comprehension of the phenomenon of deterrents in adult learning by " ... identifying and 
describing types of adults, as defined by their perceived deterrents to participation in 
organized adult education" (p. 31 ). Five typologies of adult learners were discovered based 
on perceived deterrents to participation. Type One: People deterred by personal problems 
experienced mainly family and childcare obligations, health problems were less likely to be 
employed, and were largely female. Type Two: People deterred by a lack of confidence 
tended to be 45 or older, had low educational attainment, and experienced low 
unemployment rates. This type consisted mainly of males. Type Three: People deterred by 
educational costs had the lowest educational attainment and the lowest income of any cluster. 
These were mainly young females . Type Four: People not interested in organized education 
with the highest proportion of full-time employment. These people tended to be males who 
were well educated (e.g., college degrees). Type Five: People not interested in available 
courses. These people tended to be predominantly middle-income males who were highly 
educated and found educational programming irrelevant to their needs. 
Darkenwald and Valentine' s (1985) study attempted to determine if a relationship 
existed between socio-demographic variables and the factors identified as participation 
deterrents. Data from 215 participants revealed that six deterrent factors prevented adults 
from participating in organized education. They were as follows: 
1. Lack of confidence 
2. Lack of course relevance 
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3. Time constraints 
4. Low personal priority 
5. Cost 
6. Personal problems 
A correlation matrix showed that participants who indicated lack of confidence were 
skeptical of their learning ability. Those who did not see the program courses as useful or 
practical indicated a lack of course relevance. Those who reported time constraints as a 
deterrent felt they lacked the time required to finish a course. Participants who indicated low 
personal priority as a deterrent to participation stated that they were not interested in taking 
courses. Those who identified cost as a deterrent specified a lack of money to pay for 
miscellaneous expenses; such as, travel to classes, books, etc; while those who cited personal 
problems as a reason indicated childcare concerns as a factor. 
The results obtained from Scanlan's 1986 inquiry are not far offthose ofthe 
Darkenwald and Valentine (1985) study. Scanlan incorporated a comprehensive review of 
the literature on deterrents that summarized the research results from 1965 to the mid 1980s. 
The comparison showed that six categories of deterrents are apparent in most settings and 
across most populations. These include the following: 
1. Individual family or home-related problems 
2. Financial concerns 
3. Questionable worth or relevance of educational opportunities 
4. Negative perceptions of the value of education 
5. Lack of motivation or indifference to learning 
6. Lack of self-confidence 
In another attempt to understand adult learning and participation from a psychosocial 
perspective, Boshier (1973) presented a congruence model (Boshier Congruence Model of 
Educational Participation and Dropout), which proposed that both participation and dropout 
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in adult education stem from an interaction of internal psychological variables and external 
environmental variables. Profiles of growth-motivated factors and deficiency-motivated 
factors contributing to educational participation and dropout are explained in an intra-self 
congruence and intra-self incongruence framework. Social, psychological, and 
environmental variables are posited as mediating the participation/dropout behaviour with 
Boshier' s past research, suggesting that dropping out is associated with a student's feelings 
of incongruence but that this incongruence is projected onto the educational environment. 
Boshier' s efforts support the notion that no one variable accounts for dropping out. Instead, 
it is a three-way interaction between social, psychological, and institutional factors. 
Beder (1990) endeavored to determine causes for nonparticipation in adult basic 
education by investigating the underlying structures of reasons, sociodemographic variables, 
and background variables for 129 adults. Factor analysis from telephone surveys revealed 
four interpretable aspects: (1) low perception of need, (2) perceived effort, (3) dislike for 
school, and (4) situational barriers. The underlying structures of reasons for Factor 1, Low 
Perception ofNeed, were associated with age. For instance, the perceptions that they were 
too old to return to school and that only young people attend adult high school classes were 
commonly reported. Factor 2, Perceived Effort, is made up of variables which refer to the 
perceived effort it takes to complete school. Respondents indicated doubts of their ability to 
complete school and devote the mental and physical time required to complete a program of 
study. Factor 3, Dislike for School, is comprised of items that relate to respondents' aversion 
to formal learning and lack of personal motivation. Factor 4, Situational Barriers, deals with 
lack of free time to return to school, family obligations, and work schedule conflicts. The 
results of the study show that adults do not participate in basic skills educational activities for 
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multidimensional reasons. This result is in accordance with previous research (Johnstone & 
Rivera, 1965; Cross, 1981; McGivney, 1990) and it supports the need to address the 
continuing issue of nonparticipation in adult basic education. 
To gain insight into the challenges low-literate adults learners are faced with, Hayes' 
(1988) study aimed to acquire a thorough way to view systematic differences in groups of 
low-literate adults through the concept of a typology based on deterrents to participation in 
ABE. One-hundred and sixty ABE students were asked to identify the barriers that 
prevented their participation prior to enrolling in an ABE program. Results from the analysis 
identified six types of low literate adults as indicated by their scores on five deterrent factors. 
The deterrent factors included (1) low self-confidence, (2) social disapproval, (3) situational 
barriers, (4) negative attitude to classes, and (5) low personal priority. The second largest 
group in the study (consisting of 18.9% of the sample) was comprised of students that listed 
situational barriers and low self-confidence as primary deterrents. Furthermore, relative to 
the other types of students, these individuals were slightly younger (mean age 27.0) and had 
the lowest rate of employment (23%). Conversely, this group had the highest proportion of 
women (87%) and an extremely high proportion (90%) had dependent children (Hayes). 
Overall, this type is comprised of young women who are deterred from participation because 
of childcare obligations, lack of sufficient income, and issues pertaining to low self-
confidence. The typology created in this study is useful to readers because it characterizes 
groups of students and reveals that students with similar backgrounds may distinguish 
different barriers to learning, thereby enhancing knowledge of diverse deterrents to 
participation in ABE. 
34 
Settersten and Lovegreen (1998) examined the nature of educational experiences 
throughout adulthood middle years as well as the opportunities and barriers associated with 
the pursuit of these experiences. Barriers considered significant contributors to learner 
absence include the "midlife squeeze," age biases against older students, and male versus 
female life course. Midlife squeeze refers to the need to care for young adult children and 
aging parents. Age biases include the feeling of being out of place in the classroom due to 
age or the fear of age discrimination. Typically, females shoulder the majority of the 
responsibilities for the caring and raising of children, which strongly affects women' s 
educational attainment. 
The results ofthe ABC CANADA (2001) report address issues ofnonparticipation 
among Canadian citizens in regard to major factors deterring participation in adult learning. 
The two-part study interviewed 91 0 Canadians aged 18-69 who had not completed their 
secondary education to uncover their attitudes, perceptions, and preferences regarding 
upgrading and adult education. The survey questionnaire was designed to provide a 
comprehensive profile of individuals who left school early and their reasons for not pursuing 
supplementary education or skill upgrades. Family and work reasons were cited as the most 
common situational barriers. Also noted were concerns about money, conflict with paid 
employment, and childcare. The highest cognitive/emotive factor was general nervousness 
about enrolling in an adult education program. 
Although the researchers define deterrents to adult learner participation differently, 
they are essentially identifying the three primary barriers - situational, dispositional, and 
institutional. Social, psychological, and environmental variables include a multitude of 
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specific deterrents that require a framework that encompasses the entire spectrum. Adult 
education providers must meet this need for their students. 
The Need for Comprehensive Supports 
Knowledge about deterrents is fundamental to increasing program participation rates 
and improving the overall participation experience. Furthermore, awareness of specific 
deterrents that students identify as being present must precede seeking ways to reduce or 
eliminate those perceived obstacles (Silva et al., 1998). Several researchers make numerous 
suggestions to educators about assisting adults to pursue adult education. They encourage 
them to implement practical supports that effectively deal with the deterrents noted. Possible 
enticements include providing childcare within the adult learning environment, creating peer 
support activities and groups, offering financial aid, and creating awareness of educational 
programming and support services. 
Educational institutions that serve the adult learning community need to be able to 
provide students with resources that permit them to search for and participate in suitable 
learning activities (MacKeracher, Suart, & Potter, 2006). Comprehensive supports address 
the needs of adult learners in areas related to academic skills, financial support, career and 
personal development, and family and work responsibilities. All adults move through 
periods of transitions in their lives and need assistance from time to time. The degree of 
support required for adult learners to manage life transitions successfully varies from learner 
to learner. For instance, those adults who have a relatively strong academic foundation seem 
to have little difficulty in accessing learning opportunities and support services. The same is 
not true for those adults who are academically under-prepared and under-educated. Fagan 
(1991) makes the point that a comprehensive approach to understanding adult learner 
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participation and effective support services is vital and achieved through " . . . an examination 
ofthe interactions among the various types ofbarriers" (p. 13). He claims that life factors, 
situational, dispositional, and institutional for example, are independent forces that become 
interactive as soon as the learner enrolls in an educational program. Further to this, 
Schlossberg (1984) explains that it is important to consider the type of change the adult is 
going through when attempting to understand support needs. In her research on counseling 
adults in transition, she revealed four types of life changes: (1) anticipated, (2) unanticipated, 
(3) chronic hassles, and (4) nonevent. Anticipated changes are those that are expected events 
such as a marriage, a first job, and retiring. Unanticipated changes are the "nonscheduled 
events that are not predictable" (p. 45). These include job loss, divorce, and premature death 
of a spouse. Chronic hassles are characterized by their recurring and pervasive presence. 
Examples of persistent hassles include crime, home maintenance, and health issues. 
Nonevent changes are anticipated or desired events that did not occur, thereby altering the 
person' s life. For example, a job promotion that did not occur or the child that was never 
born (Schlossberg, 1984). Schlossberg suggests that based on the type of change and the 
intensity of interactions, the adult may require different resources at different points in the 
course of change (in this case the change is returning to a learning environment). For 
instance, a parent attending upgrading classes is productive in her studies when her child is in 
daycare but becomes preoccupied when she learns that the daycare has been shut down 
requiring her to make alternative arrangements. The parent must keep up with her studies 
and attendance in the midst of chaos in the family. A supportive environment that offers 
academic advising, personal counseling, and child minding services would alleviate the 
challenges at home and return the parent to the classroom. 
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Goertzel and Keeley's (1992) work studied student retention in a Lutheran Settlement 
House in Philadelphia and found that its staff maintained a 75% retention rate by instituting a 
system of support for adult learners. Sources of supports were supplied by family and 
friends, the local counseling centre, an employment agency, and a program staff member. 
These support systems were seen as vital to learner success by the Settlement House 
administrators because the "support secured the perception that they were achieving their 
goals" (p. 7). 
The purpose of Jeanne Dickinson' s ( 1996) graduate thesis was to collect information 
from successful ABE goal completers on factors that influenced their persistence. Three 
themes emerged in open-ended interview questions asking participants about institutional 
factors contributing to goal attainment, self-esteem, and support/guidance. Results from the 
study showed that student determination, family support, and tutor support were the 
overriding factors for perseverance in ABE goal completers. 
Anderson and Niemi' s exploration into the nature of the role of education in altering 
the personal and social characteristics of disadvantaged adults is a classic one (conducted in 
1969). Their study suggests that the disadvantaged learner, hampered by several matters, 
needs a support system that copes with the fundamental problem of overcoming the 
resistance of the disadvantaged to education. Suggested development programs consist of 
family life education, consumer education, and health education. Anderson and Niemi 
advocate for the development of a holistic approach as support for adult learners. The 
suggestion to deal with multiple levels of disadvantage in an organized manner, requiring a 
network of unique social institutions, is one that should be revisited as a method for 
addressing today' s participation barriers for adults. 
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Quigley's (1995) study compared a sample of 17 dropout ABE adults to 20 adults 
who had persisted in an ABE program in Pittsburgh to determine the reasons for dropping 
out ofthe program. The results of Quigley's study provide evidence for the need of ABE 
programs to offer supportive workshops and courses aimed at developing a healthy, personal 
outlook. This new, positive perspective can be expected to assist students in meeting their 
goal of graduation. 
Mumford's (1994) work on adult student retention recommended instituting goals and 
strategies that nurture effective support to sustain motivation and foster persistence, provide 
quality instruction to attain skills leading to student goals and program completion, and 
institute suitable program structures and policies. In her review, Mumford proposed creating 
individual student retention plans for students at risk of dropping out; offering advisory 
services in educational planning, career planning, and personal goal setting; building student 
confidence to overcome self-doubt through personal development sessions and workshops; 
referring students to other community agencies for non-academic issues; and encouraging 
family support by hosting family-centered events. 
Addressing the relationship between self-doubt and non-participation, Kerka (1988) 
proposed strategies to build self-confidence and enhance personal development as an 
approach to increase student progress and program completion. For adult learners, success 
experiences within the first few weeks are crucial for program retention because 
overwhelming feelings of insecurity can easily deter progress expectations. Kerka points to 
the importance of offering group orientation sessions to fill the gap between learner 
expectations and reality. By participating in an orientation session, students have an 
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opportunity to clarify questions and concerns, understand program process, create a more 
positive outlook, meet fellow students, and view basic education as a personal priority. 
Although McWilliams' (1998) examination was designed for post-secondary 
students, the application of his results to adult basic education students should not be 
disregarded because all hold a similar goal; to be successful at their studies. Me Williams' 
research investigated the effects of a student success course on graduation rates, self-efficacy, 
and locus of control among post-secondary students in a two year technical institute. Results 
from tests that determined levels of self-efficacy and locus of control indicated that the 
student success course improved graduation rates significantly, which emphasizes the 
importance of quality student services aimed at developing self awareness, study techniques, 
and career and personal planning. 
Marshall's (1992) Student Participation and Retention Keys (SPARK) project 
surveyed 64 students from adult basic education and General Educational Development 
programs at Blue Ridge Community College, North Carolina, to determine the range of 
factors that affect student dropout and how student retention could be improved for these 
students. Three objectives ofthe study were (1) to identify the factors which contribute to 
basic skills student "dropout," (2) to provide educational, career guidance, and problem-
centered services to basic skills students in community-based, campus, and work-site classes, 
and (3) to increase retention in the basic skills program by 20%. An advisory program was 
created with the help of student feedback. Services created included: career exploration, 
counseling, and financial aid support. The retention rate was improved by 9%. The 
realization that basic skills students are individual people with individual goals, concerns, 
and problems is valuable to educators. 
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A 1995 review by the National Centre of Adult Literacy compiled a report on 
groundbreak:ing studies of adult literacy and literacy education primarily concerned with the 
skill and attitude aspects of literacy from Americans and beliefs about literacy in personal, 
social, and occupational settings. The review addressed seven areas pertaining to literacy: 
1. Literacy and economic well-being, 
2. Literacy instruction and measurement, 
3. Workforce literacy and competitiveness, 
4. English as a second language, 
5. Family literacy, 
6. Professionalization and standards, 
7. Technology 
The study suggests to educators that offering a supportive environment is pivotal in creating 
a comfortable atmosphere and boosting interest levels. Suggestions for creating a 
comfortable learning climate and raising interest levels include partnerships with 
employment, literacy-family programs, and inclusion of technological adeptness. All of these 
are consistent with comprehensive support services. 
Sherman (1990) claims that to remove barriers to participation in ABE, basic support 
structures should be in place. Participants should have access to reliable child care and local 
community organizations should help defer the costs of attending basic education classes. In 
addition, operation times should be flexible to accommodate working students and a 
transportation voucher system would relieve access problems. She also maintains that efforts 
need to be made to improve potential participants' self-image and to address more 
dispositional barriers. 
Building upon the work of Sherman (1990), the researchers of Passports to Paradise 
(1998) conducted a comprehensive, five year perspective report on the adult literacy 
education system in the inner city of San Diego, California. As a result of their study, Sticht, 
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McDonald, and Erickson discuss several valuable recommendations aimed at alleviating the 
situational, dispositional, and institutional barriers revealed by the study. Although the 
largest category of deterrents to participation was situational in nature, the largest category of 
recommendations to increase participation deals with dispositional factors, with the second 
largest category of concern being institutional factors. Suggested supports that address 
situational deterrents include providing funding to students for transportation and books, 
establishing childcare services, and offering co-operative opportunities with local businesses. 
Recommended dispositional supports entail encouraging family members and peers to be 
actively involved as well as hearing testimonials by former successful students. Possible 
solutions to institutional barriers involve offering counseling and self-esteem classes, 
increasing recruitment and orientation sessions, and making learning environments more 
suitable for adult needs. 
Summary of What is Known and Unknown About Adult Retention and Support Services 
The majority of the literature reviewed for this research surrounding the issue of 
support services for adult basic learners is concentrated on peripheral topics such as 
attendance, adult learner retention, program operation strategies, learning barriers, 
motivation, and student achievement (Beder, 1990; Darkenwald & Scanlan, 1984; Hubble, 
2000). Absent from the literature reviewed are studies that focus on functional integrated 
support services from a social-emotional perspective that encourage program completion. 
Consequently, this provided me with an opportunity to contribute to the topic of support 
services for adult learners by linking existing literature with the wrap-around support needs 
identified by Quesnel's CAEC students. Clearly, there is no one solution to student 
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retention. Therefore, it is imperative that support networks are made up of a variety of 
strategies and demonstrate flexibility to adapt to the changing needs of the student body. 
The Contribution This Study will Make to the Literature 
To date, little has been published on the concept of wrap-around support services for 
adult learners or the identification of these services. It is my aspiration that the results of this 
study will identify wrap-around support services that liaise CAEC resources with community 
resources within a social-emotional context designed to promote and encourage adult learner 
retention and graduation. The results obtained from the qualitative data collection may 
provide adult basic education academic advisors, instructors, and administrators with a 
holistic framework for promoting a cohesive relationship between the educational system and 
the community at large. Application of this information need not be restricted to a "one-size 
fits all" approach. This study may inform educators in other settings as they construct an 
appropriate wrap-around services framework to meet their community's needs. Researchers 
may also review the information provided by the research project and choose to expand 
further upon the topic adding to the cohesiveness of support services for adult basic learner 
graduation. 
Summary 
The learning needs of adults differ from those of their younger counterparts because 
several factors unique to older students influence participation and academic progression. 
The authenticity of the advisor-advisee relationship is vital to the learning experience 
because the development of a trusting relationship between them leads to successful Ieamer 
experiences and goal attainment. The concept of "deterrents" in reference to adult learning 
has been described as a dynamic force or set of forces that affect a student's decision to 
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participate in a learning program (Valentine & Dakenwald, 1990). Several theorists further 
refine the definition of deterrents as consisting of dispositional, institutional, and situational 
factors. To counteract these deterrents there is a need for a comprehensive network of 
services to encourage, assist, and enable the adult learner to maintain and achieve academic 
success. While the adult education research literature addresses and examines many support 
systems encompassing socioeconomic needs as well as psychosocial needs, little is published 
on functional integrated support services that address the social-emotional needs of adult 
learners. The results of this study will provide the academic community and educators with 
greater awareness of those social-emotional issues that impact adult learners' time on 
learning and graduation. 
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CHAPTER4: 
Research Design and Procedures 
Research Setting 
Residents of Quesnel seeking to upgrade basic skills or earn an adult dogwood may 
do so at any of three sites available within the community. The main site is situated in 
downtown Quesnel in the Helen Dixon building. The student population of Continuing and 
Adult Education Helen Dixon Centre (CAEC) is primarily non-Aboriginal. Two other 
satellite sites servicing the Aboriginal community are available to students at the Native 
Friendship Centre on the west side of Quesnel and at the Nazko Valley Community School in 
Nazko Valley. 
For the purposes of this study, the research site was limited to one site- CAEC in 
Quesnel, British Columbia. This site was selected because it offers a diverse student sample 
ranging in upgrading levels, (for example, include beginner, intermediate, and advanced 
levels), ages, and previous academic experiences (for example, last grade completed). 
Research Method 
This investigation employed a qualitative inquiry process to develop an in-depth case 
study. A face-to-face interview approach to data collection provided a focused description 
and a clear understanding of the support services needed to enhance course progression and 
program completion as identified by Quesnel's CAEC students. Employing this method 
allowed me to identify, record, and analyze trends in relation to internal and external 
influences that impact student success in an ABE learning environment. 
Ultimately, the goal of the qualitative method is to obtain knowledge from the 
participants' frame of reference (Mauch & Park, 2003). To achieve this goal, the researcher 
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must establish a trusting relationship with the participants by engaging in meaningful 
dialogue with every participant. Otherwise, a full and accurate description of the phenomena 
under study may be compromised. Such a relationship was developed naturally with the 
participants through a "connection building" process of general discussion followed by an 
overview of the interview procedure. It was also noted that participants were comfortable 
with me because of their previous meetings during the initial enrolment advising process. 
For this study, I chose to employ a stratified random sampling technique for my data 
collection method. Stratified random sampling is a method by which researchers divide 
members of the population into relatively homogeneous subgroups or strata based on some 
variable before sampling. From there, random sampling is applied within each stratum 
(Cochran, 1977). 
Specific Procedures 
The step-by-step procedures reported here describe in detail how the study was 
conducted to explain the process of the investigation to readers. 
Upon the approval of the university's Research Ethics Board, I circulated an initial 
research information form to identify students who were suited to participate in this study 
(Appendix C). After the recruitment of fifteen participants from the Helen Dixon site, an 
interview timetable was created listing the dates and times that students indicated their 
availability to complete the interview. The format of the interview consisted of five phases. 
Phase 1, the Opening, welcomed the students, thanked them for attending, outlined the 
interview process, and answered participants' questions. Phase 2, Discovery and 
understanding, gathered information from the participants through use of the interview 
questions. Phase 3, Presentation, provided me with an opportunity to review themes that 
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relate to the students. Phase 4, Closing, brought the session to an end and a debriefing 
session answered participant questions. Phase 5, Report, offered me a chance to report on the 
interaction (Audley & Dorlac, 1991 ). 
For each participant interview, I recorded responses and made general notes on a 
contact summary sheet. The use of a contact summary sheet in interviews captured the main 
concepts, themes, issues, and questions I had during the contact, reducing the chances of lost 
detail and increasing the validity of the study. The contact summary sheet in Appendix D 
has been modified from one presented in Miles and Huberman (1994, p.53). Furthermore, a 
reflective overview aided me with developing new codes and with further data analysis 
(Miles & Huberman). Following this, I then organized and recorded data from transcripts 
into a computer database. All participants had an opportunity to review the results of the 
study in a follow-up conversation with me. This option was clearly stated on the Information 
Form and Participant Consent Form. Once the data were sorted and analyzed, the results 
were shared with the participants who requested the opportunity to review the outcomes. 
The results were also shared with Continuing and Adult Education staff, including those 
located at the satellite sites. Their responses have not been included in this report. Upon 
degree completion, it is my intent to create an informational handout to distribute to agencies 
that may benefit from the results. These agencies include, but are not limited to, career and 
personal/family counseling services, the school board, and local human resources agencies. 
Research Participants 
Long (1983) asserts that "retention programs must be dynamically and intimately 
involved with the personal needs of the individual along with service to the community and 
target populations" (p. 15). At present, according to the District Administration System, the 
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typical adult student entering Quesnel's continuing and adult education environment is a 
middle-aged, non-Aboriginal, female with a formal education up to Grade 10. Table 2 
summarizes the basic demographic composition of Quesnel's Continuing and Adult 
Education students as reported by the District Administration System for the 2006-07 
academic year. 
Table 2 
Demographic Descriptions of Quesnel's 2006-07 
Continuing and Adult Education Students 
Student 
Demographic 
Aboriginal 
(Two Satellite 
Sites) 
non-Aboriginal 
(Helen Dixon 
Site) 
Total Population 
Enrolled 
92 
234 
326 
Percent 
28% 
72% 
100% 
Mean Age Age Range of 
Total 
Population 
31 
33 
32 19-53 
As Table 2 illustrates, the majority of the students that enrolled for the 2006-07 academic 
year at Quesnel's Continuing and Adult Education are non-Aboriginal (72%) and are in their 
early thirties. These statistics are based on the student's self-declaration of Aboriginal status 
as required by the Ministry of Education. 
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Table 3 summarizes enrolled students ' ethnicity and gender. 
Table 3 
Quesnel ' s 2006-07 Continuing and Adult Education 
Enrolled Students by Ethnicity and Gender 
Student Ethnicity 
Demographics 
Aboriginal 
Non-Aboriginal 
Total 
Gender 
Female Male 
59 33 
146 88 
205 121 
Total 
92 
234 
326 
As Table 3 illustrates, more females than males have enrolled for basic upgrading regardless 
of ethnicity. 
Analysis of grade distribution confirms that collectively, 70% of the total adult 
student population at Quesnel ' s CAEC enters the program with Grade 1 0 or less high school 
proficiency (see Table 4) . 
Table 4 
2006-07 Continuing and Adult Education Breakdown 
of Level of Proficiency at Helen Dixon Centre 
Level of Proficiency 
Grade Grade Grade Grade 
Elementary 8 9 10 11 
Students 29 42 37 57 35 
(N = 234) 
Percent of 12% 18% 16% 24% 15% 
Total 
Po:eulation 
Grade 
12 
34 
15% 
The Ministry of Education identifies adult students as persons who tum 19 prior to June 30th 
of the current academic year and attend any of the Province' s continuing and adult education 
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centres. Because the goal of the Ministry of Education' s Adult Dogwood Program is to 
prepare adult students for successful completion of grade 12, this study focuses on students 
who have yet to graduate. In order to obtain as complete a representation of this population 
as possible, a proportionate allocation of variables were sampled using stratified random 
sampling techniques (Cochran, 1977). Randomization occurred by numbering the backs of 
each Initial Research Information Form and blank slips of paper by pairs. The slips of paper 
were placed in a hat and drawn by a trusted colleague to ensure random selection of 
participants based on gender and upgrading levels. The number on the slip determined a 
participant's Initial Research Information Form. 
Six defining variables were selected to identify participants. The variables included: 
ethnicity, age, gender, enrollment status, graduation status, and assessed learning levels. 
These six were selected because they are prevalent and recurring factors in the adult 
education literature. 
The targeted participant group was comprised of 15 non-Aboriginal adult students, 
aged 19 and older. Nine females and six males encompassing an age range from 19 to 53 
were selected, representing the ratio of female to male adult students enrolled at CAE C. Five 
student participants were selected from each of the beginning, intermediate, and advanced 
academic skill levels. 2 Two males and three females from each upgrading level were 
selected to represent an accurate ratio according to gender. The use of the Initial Research 
Information Form (Appendix C) helped identify those students best suited to participate in 
the project. The form was randomly distributed to 40 students to ensure that my population 
2 Each participant was assessed at the beginning, intermediate, and advanced learning 
levels as determined by four factors: (a) an entrance assessment; (b) instructor assessment; 
(c) staff team expertise; and (d) competency shown in classroom assignments. 
50 
sample would include adult students who are self-identified as meeting the requirements of 
the study. Based on the profiles, 15 participants were randomly selected for a follow-up call 
regarding their ongoing participation. 
I chose to narrow this study to non-Aboriginal adult students. This distinction was 
made for several reasons. First, the inclusion of Aboriginal students would result in a study 
with broader parameters. For instance, cultural and educational experiences vary between 
the ethnic groups and these differences contain factors that are too great to address at this 
particular time. Second, the population pool reveals that the majority of the students at 
CAEC site are non-Aboriginal (72%). Therefore, selection from this pool was more 
representative of the overall adult student population. Third, this project was a learning 
process for me. Should the study produce results that answer the research questions, a more 
involved study inclusive of Aboriginal students will be one of the recommendations that will 
result from this investigation. 
Eligible participants were required to read and sign information and consent forms 
upon their involvement in the study. These forms stated that all participants would remain 
anonymous in the final written report. Written permission for the research study was 
obtained from the Quesnel School District's Board of Ethics and the University ofNorthem 
British Columbia's Research Ethics Board. 
Instrumentation 
"Academic advisors use interviewing to help students understand themselves and to 
plan an academic program that will enhance strengths and instill new talents that help 
achieve goals" (Audley & Dorlac, 1991, p. 5). Interviews asked open-ended questions to 
allow me to obtain specific information and allow participants to voice their experiences. In 
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a comprehensive review of empirical studies in adult education on participation and barriers, 
Silva et al. (1998) found that the majority of the research conducted asked open-ended 
questions in interviews to allow " . . . respondents to describe, in their own words, one or more 
reasons why they have chosen to participate or not participate in a given activity" (p. 78). 
The questions focused primarily on participants' situational, dispositional, and institutional 
factors to gain a comprehensive understanding of the deterrents that impact student 
achievement toward graduation. In addition, respondents had an opportunity to discuss 
factors other than situational, dispositional, and institutional deterrents during this interview. 
Marked beside each question on the interview protocol sheet is a single letter indicating the 
nature of the deterrent in question for organizational and data analysis purposes. For 
example, (S) represents a question relating to situational factors, (D) represents dispositional 
factors, and (/) represents institutional factors. The phrase, depends on interviewee response 
indicates that the categorical nature of the deterrent is based on the participants' response. 
Interviews were organized and transcribed using the Table feature ofMicrosoft Word2003 . 
The use of a digital audio recorder facilitated the transcription of the interview notes. During 
the interview, I used contact summary sheets to take brief notes in the event the digital 
recorder malfunctioned. The interview questions are presented in Appendix E. 
Data Collection 
Data collection was extensive and provided insight into the specific comprehensive 
support service needs of students at Quesnel ' s CAEC. Once I obtained appropriate 
institutional and university approval, data collection commenced in the form of face-to-face 
interviews. In the event that I needed to verify the information indicated on the initial 
research information form to guarantee that all participant criteria were met, access to student 
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profile reports as permitted by my Ministry of Education job description was acquired. All 
students were made aware of advisor-student file privilege at program registration. 
Individual interviews ranged from 20 to 50 minutes. The interview schedules were flexible 
for the convenience of participants, but limited to the hours and days of 9 AM to 2 PM, 
Monday, Wednesday, and Friday for the month of October, 2007. All interviews took place 
in a quiet, private location at CAEC to ensure optimum comfort for participants. 
The interview sheet posed semi-structured questions to satisfy my inquiry and to 
allow the voice of the participant to be heard. The advantage of this type of questioning is 
that it produced responses relevant to the evaluation of the theories and concepts presented in 
the research literature and they revealed information that was beyond that from responses to 
the prescribed questions. 
Given the nature of qualitative research and the fact that I am the only on-site 
academic advisor, inherent biases regarding interpretation of the data are inevitable and are 
discussed here. As expected, my extensive understanding of the issues surrounding 
deterrents to learning for adults and my knowledge of each participant's previous and current 
academic and personal history may have influenced my interpretation of data. Furthermore, 
the methodological framework of qualitative studies allows for interpretation that comes out 
ofthe interaction between the reality of the researcher and that ofthe researched (Cresswell, 
2005). Mehra (2002) makes this point by reminding researchers that "a researcher's personal 
beliefs and values are reflected not only in the choice of methodology and interpretation of 
results, but also in the choice of a research topic. In other words, what we believe in 
determines what we want to study .... more often than not, we have our personal beliefs and 
views about a topic .... " (~16). I was aware that bias may have entered into the data 
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collection and analysis process, and set up " ... . measures to monitor this bias and 
subjectivity" (Mehra, ~30). For example, a descriptive and reflexive account of each 
interview was made immediately following each session. Also, at the end of the interviews, 
my reflective writings were presented to a trusted colleague for review. This person was 
asked to review the objectivity of the reports, reveal ideas that may have been overlooked, 
and identify inconsistencies within the study. In addition, to check the accuracy of data 
collection, each participant was given the opportunity to review summary notes made from 
his or her interview and report any discrepancies to me (Cresswell, 2005). 
Data Analysis 
Data analysis for this study employed a mixed method design whereby I used both 
qualitative and quantitative techniques. The research data were compiled and analyzed using 
programs from Microsoft Office 2003 (La Pelle, 2004), specifically, Word and Excel files. 
These analysis tools were selected because they can perform the basic qualitative functions 
necessary to make sense of the data collected and they were easily accessible to me 
throughout the study. 
Using interview protocol notes and digital audio recordings, transcripts of each 
interview session were made. I gained a general sense of the material collected through 
careful review of the transcripts, which helped to reveal broad themes of the central 
phenomenon and assisted in coding and categorizing the data. To check the consistency of 
the thematic results, participant responses were examined in two ways: (1) across responses 
and (2) within responses (Auerback & Silverstein, 2003). Across-question responses were 
compiled by creating 1 0 groups (one for each interview question) organized by the three 
research subjects (situational, dispositional, and institutional) based on 15 participant 
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responses. A second sweep of the data allowed me to narrow down the responses to three 
levels that highlighted the top themes to gain a sense of the direction the data were taking. 
These results were then compared to the within-participant response results from each 
interview. The within-response analysis procedures consisted of listing all participant 
responses which were then summarized into three levels to capture the primary deterrents 
mentioned by the participant for each interview. Finally, major themes and subthemes were 
tallied both between and within methods to establish confirmability and credibility. 
To aid in obtaining the quantitative results, the 15 interviews were formatted into six 
' 
columns using Excel's Table functions. This allowed for easy sorting and identification of 
text segments. Column titles within the table included Question, Speaker, Theme Code, 
Text, Sequence Number, and Gender and Level of Upgrading. Upon extensive review of the 
data and identification of the major themes, a codebook was developed to include a 
description of each major theme and sub-theme. Following thematic coding of the text, 
additional complex analysis occurred by employing different analytic criteria. For example, 
tallying up the number of instances within a theme category and the number of informants by 
gender and level of upgrading. This was possible through the use of Excel's data sort 
functions. To make certain there were no erroneous codes in the data table, all text segments 
for each code were reviewed for a second time. Original copies of the transcripts were 
reviewed for text that was previously excluded because it did not appear relevant at the time 
(Hancock, 2002). Pertinent text was provided a code. On occasion, a trusted colleague 
provided a second opinion regarding assignment of codes for reliability purposes (Hancock). 
In addition, any coding inaccuracies that surfaced during the comparison were corrected and 
the data table was re-sorted (La Pelle, 2004). Once all interactions were assigned codes, I 
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was then able to count the number of instances for each theme and subtheme. These totals 
were organized into a table and examined for patterns by analyzing the results in a crisscross 
fashion in an attempt to determine unique responses. Participant responses were then 
grouped into factors listed in hierarchical order based on their frequency. 
The analysis procedures to determine the results for the three research questions 
followed similar procedures. A table was created to track-between participant and within-
participant responses in relation to the research questions. Again, major themes were tallied 
and the results were listed in hierarchical order based on their frequency. 
Ethical Considerations 
I was aware of the University ofNorthern British Columbia's research ethics policies 
and followed those policies closely throughout this research project. The Initial Research 
Information Form was explained to participants to ensure they understood the purpose of it. 
Specifically, its purpose was to help me recognize those best suited to participate in the 
study. Furthermore, they were made aware that should they be chosen or not chosen to 
participate, there were no academic benefits or negative consequences as a result. 
Participants were asked to read an information form describing the nature of the study 
and how their input would be used to improve student support services at CAEC. Those 
students interested in participating in the study were provided with an informed consent form 
to read and sign. Samples of the information and consent forms can be found in Appendices 
F and G respectively. These forms were modified from an example in Bossort, Cottingham, 
and Gardner's study (1994, p. 107) and from the University ofNorthern British Columbia's 
Research Ethics Board Approval Form (2007). Both forms outline participants' rights and 
address the issue of the right of participant withdrawal. Anonymity was extended to all 
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students. No foreseeable risks for participating in the study surfaced. However, some 
participants may have felt mildly embarrassed when responding to questions pertaining to 
past issues with educational experiences. All participants were made aware at the beginning 
of the interview that should they feel uncomfortable, they have the opportunity not to 
respond or end their participation. There were no early exit participants in this study. As 
stated on the release and consent form, all participants had the opportunity to review and 
discuss a summary of their interview responses to ensure their satisfaction before I analyzed 
them. 
Careful measures were taken to ensure that all research materials collected for the 
study, including all participant signed sheets, digital recorder, flash drives, and researcher's 
notes were kept in a locked cabinet within a locked office at CAEC. Access to the room and 
locked cabinet where these materials were stored was limited to me. Upon completion of the 
study, disks and paper files containing data, notes, and personal information will be kept 
securely in the locked cabinet for up to one year. At this time all materials produced by 
participants and me will be erased and shredded. 
Strengths, Delimitations and Limitations of the Study 
The strengths of this study centre on the method of selection of the sample 
population. The selection process employed stratified random sampling techniques that 
guaranteed heterogeneous subgroups. Additionally, the size of the participant group was 
sufficient to ensure a qualitative process that was streamlined and efficient. The group size 
also allowed me to provide a male to female ratio representative of the Continuing and Adult 
Education Helen Dixon Centre population. Another strength of this study was the five-phase 
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interview process and the verbal and written techniques that I employed to ensure maximum 
response reliability. 
Delimitations that narrow the scope of the study include site location, sample set, 
support need perspective, and data collection timeframe. First, the research site was limited 
to one of the three Continuing and Adult Education centres in Quesnel - Continuing and 
Adult Education Helen Dixon Centre. Second, the results of the study were derived from a 
specific sample set; fifteen non-Aboriginal adult students. Third, I was primarily interested 
in understanding student support needs from a social-emotional perspective and contributing 
service recommendations addressing those needs. Finally, data collection occurred only 
during the month of October 2007. 
The validity limitations ofthis study include the willingness of participants to respond 
to interview questions. To maximize validity, interviews were conducted face-to-face with 
the awareness that interviewees may respond in ways to please the interviewer. It is also 
acknowledged that although participant responses were carefully recorded, words can be 
limiting, thereby conveying only portions of a response. Another limitation may be the 
wording of the interview questions themselves. They could be interpreted differently by 
participants based on their own comprehension level. I created questions that were 
purposefully brief to ensure answers were not the results ofleading questions. This may 
have unintentionally restricted some responses in that some of the participants may not have 
fully understood the depth of questions. Also, the time of year for data collection proved 
challenging for me because many participants were focused on re-establishing daily routines 
after the summer break; thereby, prompting them to decline to volunteer their free time. The 
data collected reflected the opinions from only those who could be reached and who were 
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motivated to contribute their opinions - some more than others. In addition, a case study 
approach limits the generalizability of the results to just one continuing and adult education 
site in Quesnel, British Columbia rather than the general adult population. Nevertheless, 
other adult educators may find the responses of this study's participants informative. 
Summary 
This research focused on a specific student population within Quesnel's Continuing 
and Adult Education community. Through qualitative inquiry, participant responses from 
interview sessions provided me with insight into the nature of support services required to 
enhance time on learning and program completion at CAEC. The interviewing process was 
multi-phased, involving stratified random sampling of 15 non-Aboriginal adult students, aged 
19 and older. Participants were asked 10 open-ended questions, targeting primarily 
situational, dispositional, and institutional factors. The interview sessions were kept brief 
and took place in a private location at the research site for the convenience and comfort of 
participating students. Although researcher bias is unavoidable in qualitative methods, 
several measures to control the extent of bias were designed for and included in this study. 
The use of computer programs and digital audio software aided in data collection and 
analysis. Data analysis was multi-phased, employing a mixed method approach. Participant 
rights and privacy were given high priority thereby ensuring that ethical handling of 
participant information and data occurred. Furthermore, the strengths, delimitations, and 
limitations of this study framed the nature of how participant responses emerged. 
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CHAPTERS: 
Results 
Research Questions and Results 
Qualitative and quantitative results and reviews of the interview questions are 
presented in tabular format and three leading factors from each category of the interview are 
addressed where applicable. The criteria used to determine the leading factors include 
response frequency numbers and gender frequency numbers. For example, items that have 
elicited a response frequency of7/15 or higher are considered important to my inquiry. 
Furthermore, gender frequency responses for females that are 5/9 or higher and frequency 
responses for males that are 3/6 or higher are also viewed as notable. These figures were 
selected because they represent 50% or greater of the participants supporting the 
interpretation of a factor. 
The full name of Continuing and Adult Education Helen Dixon Centre was used for 
the written and oral questions that were provided to participants throughout this study. For 
reporting purposes, the centre ' s name has been abbreviated to CAEC. 
Question 1. Explain how your daily personal and family responsibilities influence your 
quality of learning at CAEC. 
Question I Factors. Based on participant responses, three main factors contributed to daily 
personal and family responsibilities influencing each participant' s quality of learning at 
CAEC (see Table 5). Factor 1 represents fulfilling family obligations such as meeting the 
needs of children, while Factor 2 represents maintaining a work schedule, and Factor 3 
represents those who reported that a lack of time kept them from their studies. 
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Table 5 
Daily Personal and Family Responsibilities 
Question I : Explain how your daily personal and family responsibilities 
influence your quality of learning at CAEC. 
QI Factor I : (9/15) Meeting the care and needs of children influences quality of learning 
for CAEC students. (7/9 F, 2/6 M) 
E.g. I: "Well, I know that family responsibilities and my kids come first so I have to get their 
needs done first before my needs come in place so that will affect the quality of my 
learning at Continuing Ed." (Part. OI4) 
E.g. 2: "Well, my kids, my husband, my house; all that makes it very difficult to come you 
know." (Part. 001) 
QI Factor 2: (8/ I5) Maintaining existing work schedule while going to school. (3/9 F, 5/6 M) 
E.g. I : "So, work is pretty time consuming, so I know when I have time to be here it 
actually encourages me to get it done." (Part. 003) 
E.g. 2: "Well, if I had a long stressful day at work I definitely don't feel it coming 
here ..... sometimes work just makes me not able to come here and sometimes I get 
here even though I shouldn't because I feel stressed out and start working, it just 
doesn ' t happen well. So sometime I just have to leave." (Part. 
010) 
Q1 Factor 3: (5/15) Lack of time. (5/9 F, 0/6 M) 
E.g. 1: "It' s limiting- time limiting." (Part. 005) 
E.g. 2: "I have very little time. Yeah, time because I am doing the other courses as 
well." (Part. 007) 
Note 1: F = Female, M = Male, Part. = Participant 
Question 2. What support systems do you rely on for encouragement and assistance of 
your learning? 
Question 2 Factor. Participant responses for Question 2 produced one factor, drive and 
determination from within, that contributed to support systems that encouraged and assisted 
participants in learning (see Table 6). 
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Table 6 
Relied Upon Support Systems for Encouragement and Assistance 
Question 2: What support systems do you rely on for encouragement 
and assistance of your learning? 
Q2 Factor 1: (7/15) Drive and motivation as an internal support. (2/9 F, 5/6 M) 
E.g. l: "Having my own goals ... my own, well working for something for me. It's 
for me personally." (Part. 002) 
E.g. 2: "I am self motivated; more than anyone else. I was the one that wanted to 
go back ... " (Part. 011) 
E.g. 3: " .. .1 have to rely on myself for doing the same thing. I have to support 
myself and I have to encourage myself and continue to push myself so I can 
get to where I want to be." (Part. 014) 
Note 1: F = Female, M = Male, Part. = Participant 
Question 3. Comment on any current health challenges you face, if any. 
Question 3 Factor. The responses to this factor produced frequencies below the specified 
count and therefore are not listed. Refer to Appendix H to see the frequencies for this factor. 
Question 3.5. If health challenges are present, do you receive support for these 
challenges? 
Question 3.5 Factor. Participant responses were below the specified frequency count and 
have been omitted from this report. Refer to Appendix H to see the frequencies for this 
factor. 
Question 4. How would you describe the social environment at CAEC? 
Question 4 Factors. Question 4 elicited two different types of responses from participants. 
The first type of response focuses on how the sample population perceives the environment 
at CAEC. Responses highlighted one factor (see Response Type 1 in Table 7). Factor 1 
represents those participants who indicated that CAEC was a comfortable and welcoming 
environment in which to learn. The second type of response formed a second factor. These 
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participants viewed the social learning environment in the classroom as supportive as 
indicative of the helpful instructors who are respectful of independent learning and of 
flexible scheduling (see Response Type 2 in Table 7). 
Table 7 
Social Environment at CAEC 
Question 4: How would you describe the social environment at CAEC? 
Q4 Factor 1: (7 /15) The social environment at CAEC was perceived as supportive 
because students and staff make others feel comfortable and welcomed. ( 4/9 F, 
3/6 M) 
Response Type 1 perception of CAEC environment: 
E.g. 1: "It ' s comfortable; you don't feel like you're out ofplace ... you' re not pushed to 
go but you are also encouraged to go. Nobody is sitting there telling you have 
to be here and you have to do this." (Part. 004) 
E.g. 2: "I like how everybody kind ofleaves you alone; it' s a 'Hello' when you walk 
in and you don' t get bugged ... " (Part. 010) 
Response Type 2 classroom learning environment: 
Q4 Factor 2: (6115) The learning environment at CAEC is supportive. (3/9 F, 3/6 M) 
E.g. 1: "I would say that generally the staff is very friendly. Students and the 
teachers are supportive and very helpful." (Part. 008) 
E.g. 2: "There are better teachers here and I'm not just a pay cheque; they actually 
want to help me and not just passing me on." (Part. 012) 
Note 1: F =Female, M =Male, Part.= Participant 
Question 5. How do your past school experiences influence how you approach your 
learning now? 
Question 5 Factors. Although Question 5 did not generate responses at the specified 
frequency count, one factor described how past learning experiences influence participant 
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learning now (see Table 8). Participants identifying with this factor indicated that they 
maintain negative feelings toward peers and instructors as a result of past experiences. 
Table 8 
Influence of Past School Experiences 
Question 5: How do your past school experiences influence how 
you approach your learning now? 
Q5 Factor 1: (5/15) Continues to struggle with past negative experiences with peers and 
instructors. ( 4/9 F, 116 M) 
E.g. 1: "I approach my learning now with ... .I tread very lightly towards my learning. 
I try not to be .. .I tried to be inconspicuous, I' m hiding I just quietly want to .... because 
I' ve had such negative attention that I couldn' t change in the high school atmosphere 
where as now I want to make sure that I can be not out there for everyone to assess. 
So I go out and very cautiously- I'm a wallflower except for one-on-one." (Part. 
007) 
E.g. 2: "I definitely tried to do most of it on my own because in the past I got really, 
really frustrated with teachers and how they tried to explain things to me so I 
try to do it on my own now .. . " (Part. 010) 
Note 1: F =Female, M =Male, Part. = Participant 
Question 6. What influence does your level of self-esteem have on your willingness 
to learn at CAEC? 
Question 6 Factor. Responses to Question 6 revealed that one factor represents the relation 
of self-esteem to participants ' willingness to learn at CAEC (see Table 9). Factor 1 
characterizes those with a healthy sense of self-esteem. They recognize that having a 
moderate to high sense of self-esteem positively influences them to progress in courses. 
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Table 9 
Influence of Self-Esteem 
Question 6: What influence does your level of self-esteem have on 
your willingness to learn at CAEC? 
Q6 Factor 1: (12115) Having a moderate to high level of self-esteem towards learning 
positively influences the approach to one's studies. (6/9 F, 6/6 M) 
E.g. I: "Well, self esteem is what will get me through that door. The days I like 
myself I will come. When you feel good about yourself you are more willing 
to interact, I think, and be a part of something that's good." (Part. 002) 
E.g. 2: "I think it (self esteem) has a great influence because I have a pretty good self 
esteem because, well if sometimes I was starting to struggle and I' m feeling 
like I don ' t want to do this ... .I' ve sort of luckily realized that anyone can learn 
anything. Basically it' s just a matter of getting past the hard stuff, so once I started 
doing that I started getting more confidence in myself. That really encourages me to 
keep going and to get it done." (Part. 003) 
E.g. 3: "Well, if we have to center on one part of my self-esteem when it comes to 
learning I'm pretty confident. I have always done well with most things that I've 
done. I don 't think that I have ever failed one course." (Part. 005) 
Note 1: F =Female, M =Male, Part.= Participant 
Question 7. Explain how you feel now when you approach and enter the school. 
Question 7 Factor. Responses to Question 7 created one factor to describe how participants 
feel about approaching and entering the building (see TablelO). Factor 1 consists of male 
participants who experience a positive reaction when approaching and entering the learning 
site. 
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Table 10 
Feeling Approaching School 
Question 7: Explain how you feel now when you approach and enter the school. 
Q7 Factor 1: (3/15) Positive reaction to physical environment. (0/9 F, 3/6 M) 
E.g. 1: "With confidence. I'm not afraid to ask questions. I know that when I was 
back in high school, I was very afraid of answering the questions or asking a question 
because people might laugh at you. Now I know that ifl'm going to ask a question 
there are probably two or three other people in there that are thinking the same thing. 
They' re just not bold enough to ask." (Part. 014) 
E.g. 2: "Confident." (Part. 012) 
Note 1: F = Female, M =Male, Part. =Participant 
Question 8. What support services have you recently accessed at CAEC, if any? 
Question 8 Factors. Two factors characterize participant responses to Question 8 (see Table 
11 ). Factor 1 is CAEC instructors as a valued support for learners and Factor 2 designates no 
accessed support services by participants. 
Table II 
Recently Accessed Support Services at CAEC 
Question 8: What support services have you recently accessed, if any, at CAEC? 
Q8 Factor 1: (7115) Access CAEC instructors. (3/9 F, 4/6 M) 
E.g. 1: "Just the use of the in-class teachers. That' s pretty much it." (Part. 003) 
E.g. 3: " . .. Mrs. Kershaw." (Part. 002) 
Q8 Factor 2: (6/15) Have not accessed support services at Continuing and Adult 
Education. ( 4/9 F, 2/6 M) 
E.g. I: "I haven't yet." (Part. 001) 
E.g. 2: "None. For support? No." (Part. 005) 
E.g. 3: "None, I don ' t think that I needed to." (Part. 012) 
Note 1: F = Female, M = Male, Part. =Participant 
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Question 9. What factors do you believe keep you from progressing in your courses 
and delaying your graduation? 
Question 9 Factors. Two factors dominated participant responses for Question 9 (see Table 
12). Factor 1 represents participants who claimed that meeting the needs of family members 
delays their course completion and graduation. This response was closely followed by Factor 
2 which represents participants who indicated a need to maintain their employment 
responsibilities as a delay to course completion and graduation. 
Table 12 
Factors That Delay Course Progress and Graduation 
Question 9: What factors do you believe keep you from progressing 
in your courses and delaying your graduation? 
Q9 Factor 1: (6/ 15) Meeting family needs delay course progression and graduation. (4/9 F, 
2/6 M) 
E.g. 1: " .. . you have family too so you want to be there for them and do stuff at 
home." (Part. 011) 
E.g. 2: "Just mainly, I guess my kids." (Part. 004) 
E.g. 3: "Family keeps me from work sometimes because I have to make doctors 
appointments and dentist appointments, and this and that." (Part. 01 0) 
Q9 Factor 2: (5115) Employment responsibilities. (1/9 F, 4/6 M) 
E.g. l : "It ' s hard when you have to work, you sleep all day . .. " (Part. 011) 
E.g. 2: "Definitely work." (Part. 010) 
Note 1: F =Female, M = Male, Part. = Participant 
Question 10. Is there a support service that you feel should be offered to students 
that would benefit you and/or other learners at CAEC? 
Question 10 did not generate responses at the specified frequency count and therefore is not 
addressed in this section. 
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Summary 
The specified frequency counts for total response and gender response have narrowed 
the results to reveal the factors that are considered important to students at CAEC. 
Consequently, several discoveries pertaining to the situational, dispositional, and institutional 
challenges faced by the sample population were revealed. Furthermore, the results for some 
suggested support services did not produce response frequencies within the specified count. 
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CHAPTER6: 
Conclusions, Implications, and Recommendations 
Conclusions 
The focus of this study was to gather student perceptions to inform the design of 
wrap-around support services to encourage adult learning and program graduation. To 
facilitate the creation of such services, data were collected from nine female and six male 
adult learners at CAEC to identify deterrents to learning and to determine the worth of 
existing student services. The summary of the results discusses the two or three most 
frequently mentioned factors by response and by gender. These factors have been 
determined by the three research questions (1) deterrents to learning, (2) current supports 
utilized, and (3) suggested support services. 
A few of the results in this study relating to deterrents to learning for adults were 
consistent with previous works. According to the literature review, situational factors such 
as lack of time, lack of child care, and work-schedule conflicts are commonly reported as the 
main deterrents to participating in and completing organized educational programs. 
Participants indicated that a lack of time was a primary situational deterrent when 
meeting the needs of children. This affected females (7 /9) more than it did males (2/6). 
Conversely, when managing a work schedule, males indicated that a lack of time was a 
primary situational deterrent (5/6) while females were less affected (3/9). The results of this 
study are in general agreement with other situational deterrent results in the research 
literature (Boshier, 1971 ; Darkenwald & Scanlan, 1984; McGivney, 1990; and Scanlan, 
1986). Also, recall that the Cross (1981) inquiry into deterrents and adult learning revealed 
that situational factors were reported as the predominant deterrent (p.29). However, I was 
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surprised to learn that 5/6 males and 2/9 females rely on internal support in the form of drive 
and determination toward their learning. Participant 011 revealed, "I am self motivated; 
more than anyone else, I was the one that wanted to go back ... " 
What was not consistent with the research literature were some of the results 
pertaining to the dispositional deterrents. For example, previous studies show that prevalent 
dispositional factors indicated by adult learners include feelings of inferiority, low self-
esteem, social disapproval, and negative perceptions towards formal learning (Cross, 1981; 
Hayes, 1988; McGiveny, 1990; and Scanlan, 1986). 
The factor most frequently mentioned as a dispositional non-deterrent was level of 
self-esteem. Six out of nine females and 6/6 males indicated they possessed a moderate to 
high sense of self-esteem that positively influenced and enabled their ability to progress in 
their courses. As well, participants felt that CAEC' s social environment was a comfortable 
and welcoming one. They did not find this as a dispositional deterrent to learning, since 4/9 
females and 3/6 males responded as such. 
A dispositional deterrent in accordance with the results in previous research is that of 
negative perceptions towards the current learning experienced based upon past experiences 
with peers and teachers in a formal learning situation. Although only 4/9 females and 1/6 
males indicated as such, I felt their perceptions that others negatively judge them based upon 
their learning difficulties was an important factor to identify as a dispositional challenge that 
negatively affects student progress. For instance, Participant 007 commented, "I tried to be 
inconspicuous, I'm hiding. I just quietly want to ... . because I've had such negative attention 
that I couldn't change in the high school atmosphere ... " 
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The lack of institutional deterrents to learning indicated in this study is at variance 
with previous research. For example, other studies have frequently reported uninviting 
learning environments, facility availability and procedures, and disengaging instructional 
methods (Cross, 1981; Darkenwald & Scanlan, 1984; Darkenwald & Valentine, 1985) as 
common institutional barriers for adult learners. Continuing and Adult Education Helen 
Dixon Centre's participants revealed a more positive reaction to their physical learning 
environment. For instance, 3/6 males indicated that they experienced no negative perception 
in connection to their physical environment and overall revealed confidence in their quest to 
attain additional education. This positive reaction was not experienced by the female 
participants (0/9). Again, ongoing feelings of resentment by the female participants may be 
an explanation for this gender difference. Also at odds with previous research that faculty 
availability is an institutional deterrent, was the result that 3/9 females and 3/6 males found 
the CAEC staff to be accessible to learners. Participant 004 observed, "If you need help 
there's somebody around to help you. You're not pushed to go, but you are also encouraged 
to go." 
An open question was posed to elicit all types of deterrents that delay progress and 
graduation for adult learners. Results verified situational barriers to learning as dominant in 
impeding learning achievements. Of particular note was the lack of time as a barrier in order 
to meet family and children' s needs as indicated by 4/9 females and 2/6 males. Employment 
responsibilities were another time constraint factor commented upon by 1/9 females and 4/6 
males. 
The second research question posed to participants concerned the current use of 
CAEC support services. Two areas of notable results exist. Participants valued the 
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instructors as their support service for assistance in their learning experience. A high 
proportion of male respondents ( 4/6) viewed instructors as an important resource, while 3/9 
females agreed. While this indicates some level of interaction with an existing CAEC 
support service, it was noted that 4/9 females and 2/6 males had not accessed any of the 
currently offered support services. Participant 001 responded, "I haven' t yet." and 
Participant 013 offered the response, "I really don't know." 
The third research question was designed to elicit suggestions for improvement to 
existing services and to suggest future CAEC support services to provide a wrap-around 
support network. Interestingly, neither group nor gender participant responses met the 
required frequency counts. However, I possess a genuine understanding of the nature of the 
learning environment at CAEC, and therefore identified two factors as important support 
services toward the study' s initiative. Beneficial services to an effective wrap-around 
support framework for CAEC' s students are listed in Table 13. Factor 1 represents those 
participants who recommended a child-minding service for CAEC. Factor 2 consists of the 
few who recommended a course that offers students opportunities to develop their personal 
and professional skill sets. 
Child care services was a repeated suggestion by 4/9 females. Males did not respond 
in kind (0/6). Support for personal and career development courses was indicated by only 
2/9 females and 1/6 males. Although the numbers indicate a low priority for these supports, 
it is my professional opinion that they would be invaluable to CAEC' s adult learners ' course 
progression and graduation. Investigation into a child minding service is necessary since 
more female than male participants indicated meeting the needs of children as a situational 
deterrent. Also, the consideration of implementing a development course should not be 
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overlooked. Perhaps students need to discover the value of such a course through 
participation. It is quite possible that some adult learners do not understanding fully how 
coaching in personal and professional development can be of benefit; especially for those 
who are concerned with meeting and exploring employment obligations (a concern indicated 
by male participants). Since it is not the student's role to plan academic support networks, it 
remains the domain of educators to identify their learners' needs. 
Table 13 
Suggested Support Services 
Question 1 0: Is there a support service that you feel should be offered to students that would benefit 
you and/or other learners at Continuing and Adult Education Helen Dixon Centre? 
Q10 Factor 1: (4115) Offer a child-minding service. (4/9 F, 0/6 M) 
E.g. 1: "If you had some child care that would be a big help to mothers, especially 
single mothers." (Part. 002) 
E.g. 2: "I'm not really sure; I mean if my kids were younger it would be nice to have 
a day care area- that would be good. A day care would be .. .I mean there's a lady 
that comes then that has a hard time getting in because she has to either bring her son 
with her or she can 't come." (Part.004) 
E.g. 3: "A babysitter." (Part. 007) 
E.g. 4: "I don't know if you could do a drop-off center for your kids while you come 
to school." (Part. 015) 
Q 10 Factor 2: (3115) Increase learning options and supports for students in the form of a 
course that focuses on personal and professional development. (2/9 F, l/6 M) 
E.g. 1: "Maybe some more career prep." (Part. 015) 
E.g. 2: "Maybe just scheduling times. 'These next two weeks you' re on afternoon 
shifts so I want to see you Tuesday and Thursday of this week and Monday, 
Wednesday, Friday of next week go for at least two hours of school'. Maybe a 
schedule like that. It would be nice to have someone invisible behind them saying, 
'OK go'. Give them a little push- an invisible push." (Part. 014) 
E.g. 3: "Do you encourage your students to take that Student Success?" (Part. 007) 
Note I: F =Female, M =Male, Part.= Participant 
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Gender Differences 
This study revealed gender based differences in factors concerning situational, 
dispositional, and institutional deterrents within Quesnel's adult learning realm of education. 
Female and male participants revealed vastly different perceptions of the primary situational 
deterrent to their learning progression. The care and needs of children were the foremost 
barriers for the female participants with 7/9 reporting it as such, whereas only 2/6 males 
reported it as a hindrance to their learning goals. Conversely, the primary situational 
deterrent for males was coordinating work schedules with education schedules as exhibited 
by 5/6 male respondents, whereas only 3/9 females reported it to be a barrier. These results 
reflect traditional gender roles. 
A dispositional factor that sets female responses apart from male responses is 
displayed in their answers to the question "What influence does your level of self-esteem 
have on your willingness to learn at Continuing and Adult Education?" All male participants 
(6/6) recognized that their progression in their courses is enhanced by a healthy level of self-
esteem. The majority of female participants (6/9) also adhered to this perception. Also, the 
influence of past negative learning experiences on present learning experiences seem to 
influence female students ( 4/9) more than male students (1 /6). 
The institutional factor dividing female and male responses is CAEC's instructor 
support results. The commonly accessed support service at CAEC was revealed to be 
instructor support. Male participants viewed this support as conducive to their learning with 
4/6 reporting as such. Fewer female participants (3/9) indicated instructor support as a factor 
in their educational progression. A variation between male and female study skills is offered 
as a possible explanation for this gender difference. 
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Alternative Explanations of the Results for the Research Questions 
At the onset of this investigation, I predicted potential answers for the three research 
questions based on the research literature and my professional experience. The first question 
concerned three types of learning barriers- situational, dispositional, and institutional. The 
situational barriers that proved to be challenging for the sample population as indicated in the 
outcomes ofthe study, such as issues with child care/family obligations and work schedules, 
were in accordance with my prediction. However, dispositional and institutional factors 
identified varied from my predictions and alternative explanations for these results are 
provided. 
My expectation for dispositional deterrents was that, according to the research 
literature reviewed, it seemed likely that participants would indicate difficulty attaining 
academic goals and possess low self-esteem (Cross, 1981; Darkenwald & Valentine, 1985; 
McGivney, 1990; Scanlan, 1986). However, participants revealed a low indication ofthese 
dispositional barriers in general. For instance, 9/15 participants revealed an external support 
network comprised of family and/or friends who offered encouragement toward their 
learning goals. Additionally, 12/15 participants revealed they have a moderate to high sense 
of self-esteem that positively influences their learning progress. Two factors influencing the 
variance of responses may be (1) external social encouragement to acquire grade 12 
educational status and (2) internal personal development improvements popularized by 
contemporary self-help/improvement books. 
It was my expectation that participants would identify institutional deterrents as the 
entrance assessment procedure, the chosen instrument for upgrading (i.e., the computer), and 
lack of teacher-directed instruction. Overall however, this study's research participants 
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indicated a positive reaction toward the institutional setting and its procedures (9115). The 
responses indicated they were relaxed, maintained a confident attitude toward the CAEC' s 
facility, and were comfortable within the classroom environment and procedures. 
Participants did not mention any difficulty with the facility 's entrance procedures or other 
required administrative processes. My second expectation regarding instruments for 
upgrading was not met. Participants did not have any concerns regarding the chosen 
instrument for upgrading, the computer. Perhaps the use of online educational software that 
employs impressive program graphics is captivating and familiar to the majority of the 
participants. The lack of teacher-directed instruction as an institutional deterrent was absent 
from this study. It is possible that participants did not find this as a deterrent because they 
have the confidence to ask staff questions when necessary. Finally, some of the questions 
asked may have been too broad to elicit specific detailed answers to specific issues 
concerning institutional deterrents. 
Research question two focused on the identification of the current support services at 
CAEC considered valuable to learners. For instance, I predicted that the program' s 
administrative intake procedure that focused on the establishment of a learning action plan 
with the academic advisor and content-specific study groups/workshops would be considered 
beneficial to learners. The results indicated that few of the participants (6/15) access the 
current support systems at CAEC. Furthermore, workshops and face-to-face study groups 
were seldom said to be beneficial to learners. These results are not in accordance with those 
of Dickinson ( 1996) and Quigley (1995). Possibly the difference lies in the make up and 
scheduling of study groups and workshops; that is timing of these supports may not coincide 
with the availability of learners ' participation. Fewer participants viewed the academic 
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advisor as an asset in the learning process- 5115. Perhaps participants do not view the 
academic advisor as a main support because consulting with an advisor is mandatory at 
program start-up. In addition, limited availability of the academic advisor may be the cause 
for the poor recognition of the program's intake procedure. 
Research question three attempted to identify the support services participants 
recommend CAEC offer its learners. Overall, the services suggested to enhance the support 
network at CAE were limited. I find this lack of suggestions as surprising (except for the 
suggestion of day care services) based on the literature produced in previous studies. For 
instance, participants indicated that transportation was not considered a barrier and therefore 
was not recommended as a support service. This is contrary to what I had thought because of 
the limited bussing routes and vastness ofthe city and surrounding area. Perhaps this group 
of participants already has reliable transportation or is able to access their friends and family 
for transportation when needed. I anticipated that workshops or regular information sessions 
about family, life skills, and parenting strategies would have been suggested by participants. 
Their existing family support network could be a factor as well as currently offered 
community resources such as parenting programs, life coaching/transitions support, 
employment services, and family counseling which are readily available to the public, often 
at no cost. 
One factor revealed in this study that delays graduation is time away from learning. 
Family obligations as a situational deterrent ranked number one in the study. The 
recommendation by participants was that CAEC provide a child minding service. However 
no concrete suggestions as to the structure of the service or financial responsibility for the 
service were provided by the participants. While the participants acknowledged the fact that 
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work often conflicted with and restricted their ability to progress in their studies, none of the 
participants provided a suggestion to help to better combine work with school. I was not 
astonished to learn that a suggestion was not given for this issue, because it is a complex 
deterrent involving layers of individual, corporate, and community involvement. 
Additionally, the brevity of the answers I required may also have been a factor. 
Impact of the Study in Terms of What was Learned 
This study identified the deterrents (i.e., situational, dispositional, and institutional) 
adult learners at CAEC struggle to overcome in hopes of earning their grade 12 diploma. It 
also provided me with an enlightened perspective of the current support service that is being 
used by learners. In terms of desired support services, it was identified by my experience 
within the learning environment that CAEC students would benefit from a personal and 
professional development as well as a service that addresses child minding issues. 
If the impact of this study for adult learners is to be exploited, academic advisors 
must assume a leadership role in promotion of the information acquired. The academic 
advisor's role in encouraging personal development within the adult learner is to become 
more proactive towards the learner's academic objectives beyond the initial enrolment phase 
and academic planning. There exists a leadership opportunity to enhance workshops and 
courses, strategize educational planning, and institute practical and essential support services 
within the adult learning environment. In doing so, the academic advisor acts as a change 
agent within his/her learning institution, thereby encouraging other staff to follow suit. 
Implications 
The results of this study have consequences for professional educators and academic 
advisors working with learners in the continuing and adult education field. Participant 
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responses indicated that a support framework that addresses the issues that matter most to 
learners must be distinguished when establishing a wrap-around support services network for 
adult learners. Incumbent upon the adult educators is the construction of such a network 
within the parameters of education, community, and governmental capabilities. Implied in 
this study' s results is that the demographics of learners are unique to each institutional 
setting, therefore barriers to learning must be considered on a whole to capture the breadth 
and depth of the presenting problems. The result is that educators and advisors must guide 
adult learners through their challenges in a manner that takes into account both personal and 
institutional circumstances. More specifically, the importance of the academic advisor in the 
role of initiator of change to support adult basic learners ' needs should be not disregarded. 
Implications for Theory Building 
Several theorists have described the nature of barriers to learning from a societal 
standpoint, emphasizing the interaction between social and environmental factors and learner 
performance (Brookfield, 2001 ; Cross, 1981 ; Darkenwald & Merriam, 1982; and Lindeman, 
1961 ). They stress the importance of considering the dynamics of the learner' s environment 
when examining achievement in the classroom. Such notions have been constructed into 
theoretical frameworks in an attempt to understand better the probability of participation 
among adult learners, such as in Darkenwald and Merriam' s "Psychosocial Interaction 
Model" (1982). 
There is no doubt that these factors greatly impact the adult learner' s academic 
journey. However, what appears to be missing from these theories is the degree of social-
emotional support provided by the learning, health, and employment communities. The 
degree of support obtained by the adult learners from their community would contribute to 
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the quality of their learning experience (Long, 1983). For instance, participating in 
vocational assessments with the help of a career counseling agency would provide the learner 
with superior professional planning advice. Having a greater understanding of the nature of 
the career and what skill sets are required would help shape the learner's individual learning 
plan. Partnerships between community organizations are central to enhanced knowledge and 
success for all involved. 
This study builds upon the interaction between social and environmental factors and 
learner performance by adding a social and emotional component. The results showed that it 
is difficult to separate emotions from educational pursuits; "Well, I know that family 
responsibilities and my kids come first so I have to get their needs done first before my needs 
come in place so that will affect the quality of my learning at Continuing Ed" (Part. 014). 
Study results also provided a social-emotional connection between learners and their 
ability to approach academic challenges. For example, Participant 007 explained, "I 
couldn't...! didn't feel comfortable coming back because I'm worried that I didn't get what 
he (instructor) told me, so I feel embarrassed that I didn't get it and I don't want him to come 
back and say, "Wow, what does it take to teach ya something!" Furthermore, Participant 01 
commented, "You know, you seem like, you just kind of feel like everyone is watching or 
judging or whatever ... " 
Implications for Future Research Studies 
This research project has implications for future research studies. These studies will 
add to the framework constructed of socio-environmental factors by including a larger socio-
emotional component. Researchers may explore learners' needs by employing 
questionnaires designed to reveal an emotional viewpoint concerning situational, 
80 
dispositional, and institutional deterrents. The result may be a more balanced assessment in 
the quest for efficient and effective wrap-around support services. 
Recommendations 
Recommendations for Future Research and Research Methodology 
Four recommendations for future research studies are to restructure the question 
concerning participant access to current supports, include socio-emotional questions 
regarding the intake procedure, inquire about deterrents and support services from CAEC' s 
Aboriginal learners, and organize the interview questions in a prioritized manner to avoid 
degenerative responses by participants. 
In order to determine further why participants did not avail themselves of the current 
supports offered by CAEC, it may be necessary to ask more specific questions concerning 
access to these supports. For instance, the broad question I posed in this study was too 
general in nature. Instead of asking, "What support services have you recently accessed, if 
any at Continuing and Adult Education Helen Dixon Centre?" I would have been offered 
more specific answers when asking the question with several prompts. That is, "Have you 
accessed CAEC' s career and personal planning services?" And "Did you know about 
them?" or "Have you ever accessed the computer workshop services?" The revised question 
would be beneficial in two ways: (1) it would bring awareness to students ofthe current 
supports offered and (2) it would supply researchers with more specific data for the research 
project. 
It is recommended that future researchers investigate the intake procedure as an 
institutional deterrent. The questions concerning the intake procedure should be constructed 
from a socio-emotional perspective to determine how students perceive the institutional 
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environment' s physicality. For example, "Did you feel nervous during the intake process? If 
so, why?" The revised question would be beneficial in determining the effectiveness of the 
intake procedure and would identify required changes. 
Further research concerning deterrents to learning and wrap-around support services 
at CAEC should include perspectives from the Aboriginal population. The results ofthis 
study provided insight into the nature of deterrents and support services for non-Aboriginal 
students therefore consideration of the needs for CAEC' s Aboriginal learners should not be 
overlooked. Input from both Aboriginal and non-Aboriginal students would provide a more 
comprehensive understanding of how to address the challenges these learners are faced with. 
Prioritizing the format of the interview questions is another recommendation for 
future studies. The order in which the participants are given the interview questions is 
important to ensure complete and thoughtful responses to the most significant questions 
within the study. Maintaining interviewee attention would be achieved best by effectively 
placing key questions appropriately within the interview. For example, ask the critical 
question, "Is there a support service that you feel should be offered to students that would 
benefit you and/or other learners at Continuing and Adult Education Helen Dixon Centre?" 
closer to the start of the interview process to guarantee participant's optimum attention span. 
Recommendations for Change in Organizational Practices at CAEC 
The participants in this study have provided me with answers to the three research 
questions and with direction for further inquiry to inform planning. The results revealed 
deterrents to learning, current level of access for support services, and suggestions to enhance 
these services in a wrap-around support framework. 
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The results of this study have provided an understanding of the nature of deterrents to 
learning at Quesnel's Continuing and Adult Education Helen Dixon Centre. The participants 
in this study indicated that the presence of situational, dispositional, and institutional supports 
(e.g., family, healthy ego, and CAEC staff) were part of their existing support network that 
encouraged them in their academic pursuits. It is my recommendation that the current 
support systems are built upon and expanded to include services identified in the research. 
The recommendation to alleviate the situational deterrent of child minding is gender 
based because the results of this study exposed the need with 4/9 females responding in the 
vein of responses such as the one presented below, 
If you had some child care, that would be a big help to mothers, especially 
single mothers. Trying to balance life and three kids, you know for any 
mom ... you know because working minimum wage just won't cut it when 
you' re on your own so you need to get an education, and for anybody to do 
that you need some help with the kids. (Part. 002) 
The role of the academic advisor (the researcher) in implementing a child minding service is 
an investigative one. Initial steps in the planning phase taken by the advisor would include 
researching government requirements, assessing funding availability, locating physical space 
within CAEC's facility, and addressing staffing concerns and employment. Also, a proposal 
may be made to the community college to provide college students enrolled in the Early 
Childhood Education program with the opportunity to obtain practical experience within 
CAEC' s facility. 
It is also recommended that subsequent studies be conducted to determine how 
current community and employer supports may be utilized as an important factor in the 
establishment of a partnership with the adult learning education community within the 
context of a wrap-around support framework. This is another gender based recommendation 
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resulting from the indication that maintaining a work schedule while in the learning process 
is challenging for most male learners (5/6). Exploration by the academic advisor of 
additional operational hours or personal planning time with the instructors and the academic 
advisor could be established to provide more access for those learners hindered by 
maintaining a work schedule. A more tenuous suggestion, but one worth investigating is the 
establishment of the partnership with local employers to provide adult learners with the 
opportunity to combine work and education schedules. This could include flexible work 
hours or on-the-job training. 
It was encouraging and validating for me to learn that students appreciate and 
recognize CAEC instructors' dedication and professionalism. Study results revealed that 
participants relied on CAEC instructors (7 /15) as an important service within the wrap-
around services network. A participant clarified, "Just the use of the in-class teachers. 
That's pretty much it ... Yeah, like having math eleven for example, having Monica, meeting 
with Monica makes a world of difference because she can explain anything so clearly (Part. 
003). While another declared, "Basically here, of the teachers, the staff here ... have been 
really helpful getting everything up to speed and where it needs to be" (Part. 014). The 
results of the study suggest that staff continue to build upon their skill sets through 
professional development, team work, and maintaining their caring attitudes. Their outlook 
greatly influences the students' ability to participate in and complete their learning programs. 
However, I noted that not all current support services are being utilized to their 
maximum potential as indicated by 6115 participants. It is clear that this underutilization is 
partially due to an unawareness ofthe current support services offered as indicated by 
Participant 010, "I don't think that I have. Like what kind?" It is incumbent upon the 
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academic advisor to assume the lead in the creation of enhanced awareness of the available 
support services. Inclusion of written information of existing services in the initial intake 
process would be one method of disseminating information to students. Other methods could 
include formal verbal announcements and posted visual advertisements within the school. 
A need for student success through personal and professional development courses 
was identified by only 3/15 participants, with a participant recommending, "Maybe some 
more career prep" (Part. 013) could be offered. This low level of recognition by participants 
may be due to my positioning of the question within the interview. This was the last question 
of a nearly 30 minute interview and respondents may have reached their attention level 
capacity. In my professional experience, adult learners benefit from personal and 
professional development courses. For instance, I currently instruct a career awareness 
course at CAEC that encourages employment planning and goal setting. Students who have 
completed the course have found it to be helpful as indicative of their positive feedback and 
subsequent employment gains. One of the underlying objectives of this course is to promote 
learning motivation by pairing employment goals with academic pursuits. The rationale 
behind this recommendation is that students do not always realize the importance of 
development courses to their future. A possible explanation for the low identification of 
importance for a development course is that such identification may not be within the scope 
of the adult learner's comprehension. Nevertheless, the concept of support in personal and 
professional development is one that needs to be investigated further. Potential topics for 
such a course could include lessons that encourage career exploration and preparation, study 
skills, work experience, time management techniques, positive thinking and stress reduction. 
The inclusion of positive relations building lessons may prove beneficial for those still 
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struggling with past negative experiences about formal learning - e.g. , some of the female 
respondents in this study. The academic advisor could create and deliver these courses as 
part of a leadership role within the adult education setting. In addition to this, the academic 
advisor could interface with staff members on a regular basis to provide team-based problem 
solving resolution for adult learners concerns. 
Inclusion of outside community agencies is also recommended when instituting 
personal and professional development courses. A partnership between CAEC and select 
community agencies would allow for enhanced services as well as creating a sense of 
additional support for the learners. The addition of community participation, both financial 
and resource support would provide Quesnel's adult learning program with an enhanced 
ability to encourage adult education and graduation. The academic advisor for CAEC should 
approach local municipal government and local business organizations (e.g., Chamber of 
Commerce, employment services) with a proposal of cooperation and coordination. Such 
communication and consultation between local levels of the education community and the 
community at large would allow the advisor to strengthen the developmental skills that are 
desired in an effective academic advisor (Bland, 2003). 
Summary 
Although the current ABE literature discusses support services independently, absent 
are studies that focus on functional integrated support services that fulfill social-emotional 
needs to encourage learning and program completion. This gap in the literature provides an 
opportunity to identify and consider a comprehensive wrap-around support network for adult 
learners. The ultimate goal ofthis research project is to contribute to the enhancement of the 
adult education learning experience and increase graduation rates at Quesnel's CAEC. 
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This research project attempted to identify a comprehensive wrap-around support 
service for adult learners at CAEC by asking research participants to discuss the challenges 
that keep them from progressing in their studies. It was my intent to identify barriers 
pertaining to learning, identify strengths within the current support system network, and 
make recommendations for consideration by CAEC to enhance the wrap-around support 
service. The recommendations were generated from the research literature, student 
comments made during the interview process, and the primary researcher, the academic 
advisor in an attempt to foster program completion and graduation for adult learners. 
The study results revealed that situational and institutional barriers were the two most 
prevalent reported upon by participants. The responses of participants concerning 
dispositional barriers indicated that overall they feel supported by staff and other students 
and possess a healthy sense of self-esteem. 
According to the research literature child minding and personal and professional 
development are frequently at the top of a support network (Dickinson, 1996; Goertzel & 
Keeley, 1992; Kerka, 1988; McWilliams, 1998; Marshall, 1992; Mumford, 1994; National 
Centre of Adult Literacy, 1995; Quigley, 1995; and Sherman, 1990). In regards to 
recommended support services for CAEC, the results identified services addressing 
situational and institutional factors to benefit adult learners. The inclusion of child minding 
services to alleviate a situational barrier encountered by female learners would be an addition 
to the comprehensive wrap-around support network currently in place. The results also 
indicate that male participants identified conflicting work schedules as a situational barrier to 
their continued education and a recommendation to offer flexible personal planning time 
ensued. Although the data do not numerically point to an institutional barrier hindering 
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personal and professional planning, it is my experience as the academic advisor at CAEC that 
developing courses in personal and professional planning may provide direction and 
motivation to students, promoting graduation. These recommended services need to be 
considered seriously and investigated further. 
This study verifies that adult learners rely heavily upon CAEC' s instructors to be 
socially and emotionally available to them. They feel comfortable approaching the staff for 
assistance and support. This interaction results in a healthy sense of peer acceptance as well 
as an environment conducive to learning. Continuing and Adult Education staff need to 
continue in this vein. In addition, staff members need to continue to be socially and 
emotionally available to students. The study results verify that successful adult learners 
contend with situational barriers and suggest the critical need for a support service to 
consider multiple methods of assistance to address the various types of challenges faced by 
the typical adult learner at CAEC. 
This study examined alternative explanations for unexpected data, and discussed the 
impact of the study's results and offered implications for theory and research. It is important 
for CAEC educators to consider the practicality of the recommendations provided within this 
study. While presenting potential support service recommendations to alleviate the identified 
deterrents to learning is theoretically uncomplicated, such attempts may not be financially or 
resourcefully practical. Although these support services reflect the needs of one specific 
learning organization, I hope that they will encourage educators to consider their 
organization's existing support structure and implement a holistic approach to supporting 
adult students to enhance student progress and success. Moreover, it is imperative that 
educators consider that the recommendations I made for an enhanced wrap-around support 
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network were influenced by existing research, personal professional experience, and perhaps 
more importantly, the learners ofCAEC. At no point was I uninfluenced by the power ofthe 
student voice. A balance of all three perspectives is necessary. 
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APPENDIX A 
Current Delivery Model: Learner Supported by Staff and Limited Resources 
Academic & 
Career Services 
Adult Leamer 
Course Instruction & 
Curriculum 
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Staff Member( s )/Human 
Resources 
Transportation 
Assistance 
APPENDIXB 
Potential Delivery Model: Learner Supported by Staff and Refined and Expanded Resources 
Health 
Services/Information 
Financial Guidance 
& Services 
Transportation 
Services 
Academic & 
Career 
Services 
Adult Learner 
Child Minding 
Service 
Staff Member( s )/Human 
Resources 
Personal Planning 
Services of Special 
Needs/Disabilities 
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APPENDIXC Participant ID 
Initial Research Information Form 
As part of fulfillment of a Master' s degree through the University of Northern British 
Columbia, I have the opportunity to conduct a research study at Quesnel' s Continuing and 
Adult Education Helen Dixon Centre. The purpose of the study is to determine existing and 
non-existing support services that contribute to adult student success and graduation. It is 
anticipated that identifying barriers to learning will provide a greater understanding of the 
challenges faced by students at Continuing and Adult Education, leading to suggestions for 
enhanced services. 
The intent of this form is to help me understand the dynamics of the student population at 
Continuing and Adult Education Helen Dixon Centre by asking some general questions about 
your personal and academic background. By answering the following questions, you will 
help me select 15 students to participate in the Continuing and Adult Education Helen Dixon 
Case Study. It is important for you to understand that there are no direct benefits or negative 
consequences whether you are selected or not. 
The researcher has chosen to narrow this study to non-Aboriginal adult students. This 
distinction has been made for a couple of reasons. This project is a learning process for the 
researcher. Should the study produce results that answer the research questions, then a 
second more involved study inclusive of Aboriginal students and unique cultural and 
educational considerations could be undertaken. Also, the population pool reveals that the 
majority of the students at Continuing and Adult Education Helen Dixon site are non-
Aboriginal (72%). Selection from this pool will be more representative ofthe overall adult 
student population. 
This study is designed to protect the identity of participants. Although you will reveal 
identifying information on the initial research information form (i.e. , first and last name), it 
will not be reported in the final write up of the study. Instead, each participant will be 
randomly assigned a participant ID number. For contact purposes, you are asked to supply 
your name, a phone number, and/or a valid email address. If you are unable to provide this 
information, a confidential meeting regarding an alternative contact method may be arranged. 
Refer to contact information below. 
Should you have questions or concerns regarding my study, please contact me either in 
person in the Advising Centre at Continuing and Adult Education in the Helen Dixon Centre 
or via phone (250-983-6900) or email (kileysales@sd28.bc.ca ). 
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Please provide answers to the following questions: 
1. Date of Birth: (MM/DD/YY) ________ _ 
2. Gender: MaleD FemaleD 
3. Ethnicity: CaucasianD First NationsD East IndianD AsianD HispanicD 
Other -----------------------
4. Were you enrolled as a student at Continuing and Adult Education Helen Dixon Centre 
last year (2006/07)? YesD NoD 
a. If you answered No to the above question, were you enrolled as a Continuing 
and Adult Education Helen Dixon Centre student in a previous year? 
Yes D NoD 
5. Do you have your BC Grade 12 Dogwood Diploma? Yes D No D 
6. Indicate your current level of upgrading: Beginner D IntermediateD 
Advanced D 
Name (please print clearly): -------------------------------------
Current Phone Number or Message Number: ---------------------------
Valid Email Address: -------------------------------
Please note that by returning a completed questionnaire you are providing your consent to be 
contacted regarding participation in my study should you qualify. Only those qualifying 
participants will be contacted. 
When you have completed this form, please seal it in an envelope provided in the Advising 
Centre and submit it to the Continuing and Adult Education Centre secretary, Sue Pelletier, 
in the main office. 
Your time is greatly appreciated and I thank you for your interest in my research project. I 
hope to contact you soon. 
Kiley Sales, B.Sc. 
Primary Researcher 
UNBC Graduate Student 
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APPENDIXD 
Contact Summary Sheet 
Contact Information: 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
Participant ID No.: 
Interview Date: 
Interviewer: Kiley Sales 
1. What were the main issues or themes that surfaced with this contact? 
2. Reflect on the information you obtained (or failed to obtain) on each ofthe target 
questions. 
Questions Reflections 
Explain day-to-day responsibilities 
Factors most significant in hindering academic 
goal attainment 
Relied upon support systems for encouragement 
Current medical health challenges, if any? 
If present, what support do is received? 
Current fitness and nutritional regimes 
Early school experiences 
Last grade completed 
Description of social environment at CAE 
Students & instructors care about you and your 
learning? 
Level of self-esteem on willingness to learn at 
CAE 
Current feeling when approaching and entering 
CAE 
Part of how the program operates helps the 
most 
Support services that have been recently 
accessed 
Factors believed to keep from progressing in 
course. 
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~ 
Delay graduation. 
14. Other factors not discussed that hinder 
progression in studies 
3. Other salient or interesting facts that struck me about this contact. 
4. Explain any support services that were mentioned by contact or that seem evident 
from interview. 
5. Reflective remarks: 
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APPENDIXE 
Interview Questions 
Support Services for Adult Basic Learner Graduation: A Case Study 
Date of Interview: Time of Interview: -------- -------
Below are several interview questions that identify deterrents to adult basic learning: 
(questions in italics are probes to use if necessary) 
1. Explain how your daily personal and family responsibilities influence your quality of 
learning at Continuing and Adult Education Helen Dixon Centre. (S) 
2. What support systems do you rely on for encouragement and assistance of your 
learning? (S) 
3. Comment on any current health challenges you face, if any. (S) 
a. If health challenges are present, do you receive support for these challenges; 
for example, health meetings, sharing/healing circles, etc? 
4. How would you describe the social environment at Continuing and Adult Education 
Helen Dixon Centre? (D) 
a. Do you feel supported? 
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5. How do your past school experiences influence how you approach your learning 
now? (D) 
a. Did you feel successful with your studies? 
6. What influence does your level of self-esteem have on your willingness to learn at 
Continuing and Adult Education? (D) 
a. Can you describe your level of self-esteem when you entered Continuing and 
Adult Education? 
7. Explain how you feel now when you approach and enter the school. (I) 
a. How does the thought of walking into the building make you feel? 
8. What support services have you recently accessed, if any at Continuing and Adult 
Education Helen Dixon Centre? (I) 
9. What factors do you believe keep you from progressing in your courses and delaying 
your graduation? (depends on interviewee response) 
10. Is there a support service that you feel should be offered to students that would 
benefit you and/or other learners at Continuing and Adult Education Helen Dixon 
Centre? (depends on interviewee response) 
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APPENDIXF 
Information Form for: 
Support Services for Adult Basic Leamer Graduation: A Case Study 
Researcher: Kiley Sales, UNBC Candidate for a Master's of Education in 
Multidisciplinary Leadership 
Research Supervisor: Dr. Bryan Hartman, Professor of Education, UNBC 
Thank you for returning your Initial Research Information Form, I appreciate it greatly. You 
have been selected to help with this important research project and I ask you to please take 
the time to read the following information that explains the research project in more detail. 
Purpose of Research 
The purpose of the study is to investigate the existing and non-existing support services that 
contribute to adult student success and graduation. 
Prerequisites for Participation in this Study 
Procedure 
• You must be older than 19 
• You must be non-Aboriginal (A study focusing on Aboriginal students may 
occur at a later date) 
• Your current level of upgrading must be either Beginning, Intermediate, or 
Advanced 
This study involves responding to questions in a face-to-face interview with the primary 
researcher. The questions focus on determining how personal, situational, and environmental 
factors influence student success and graduation. The interview asks 10 questions and should 
take approximately 20 to 30 minutes to complete. 
Right to Withdraw from Study 
Your participation in this study is completely voluntary. If you decide to participate in this 
study, you are free to withdraw at any time before the completion of the interview. You also 
have the right to skip certain questions that you do not feel comfortable answering. There are 
no consequences for withdrawal from the study or skipping questions. 
Potential Benefits 
You may find the interview questions interesting and relevant to your own personal 
experiences. You may also gain satisfaction from contributing to the scientific community. 
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Potential Risks 
There are no foreseeable risks in participating in this study. Should you need to talk to 
someone about the issues raised in this project, the Helen Dixon Centre Manager, Ed 
Coleman will be available- (250) 991-9034 or by email: edcoleman@sd28.bc.ca 
Copy of Results 
It is anticipated that the results of the research will be ready for distribution by Spring 2008. 
As a participant, you may receive a copy of these results by indicating so on the participant 
Consent Form. 
Confidentiality and Anonymity 
This study is designed to protect the rights and identity of participants. All research materials 
and respondent information will be kept confidential and access to the information will be 
restricted to the primary researcher and the research supervisor. All personal information 
(i.e., name, phone number) will not be included in the final report and will be kept private. 
To ensure anonymity, each participant will be randomly assigned a participant ID number 
that will be recorded on both the pre-screening questionnaire and on the interview protocol 
sheet. This ID number will be used in recording and analyzing data. 
Information Storage and Disposal 
The collected data will be stored in a binder, on a computer database, and a flash drive all 
residing in a locked cabinet, which itself is in a locked office at Continuing and Adult 
Education Helen Dixon Centre. All research materials will be stored for up to one year after 
approval from University ofNorthern British Columbia's Research Ethics Board has been 
given. At the end of this time all paper files and databases containing information from 
interviews will be shredded and erased. 
Contact Information 
Should you have questions or concerns regarding this study or your participation in this 
study, please contact Kiley Sales at (250) 983-6900, or via email at kileysales@sd28.bc.ca. 
You may also contact the Research Ethics Board at the University of Northern British 
Columbia regarding any concerns you may have at (250) 960-5820 or by email: reb@unbc.ca 
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APPENDIXG 
Informed Consent for: 
Support Services for Adult Basic Leamer Graduation: A Case Study 
Please read this form carefully. Should you agree to the terms and sign the form, you will 
have provided your consent to participate in the Support Services for Adult Basic Learner 
Graduation study. 
I, , understand that I have been asked 
to participate in a research study. I have read the conditions of the study and understand the 
following terms of the study: 
1. I am aware that the research interview will be recorded. 
2. I am aware ofthe potential benefits of participating in the study and I know that I 
have the right to withdraw my participation from the study at any time should I feel 
the need. 
3. I am aware that I have a right to ask questions of the researcher about the study at any 
point in my involvement. 
4. I am aware that the primary researcher and her Supervisor will have access to my 
personal information and my interview responses and that my identity will remain 
confidential. 
5. I release all rights of the interview information for use in the production of a final 
report. 
6. I am aware that it is my right as a participant to receive a copy of both the research 
information sheet and the signed consent form. 
Upon completion of this study, I would like to be contacted to review the study's results with 
the researcher: YESD NOD 
Participant Signature: ____________ _ Date: ---------
Phone Number: ---------- Participant ID No.: _______ _ 
Upon review of the study with the above mentioned person, I believe that they are fully 
aware of the purpose and procedures of my research and voluntarily agree to participate. 
Signature of Primary Researcher: ________ _ Date: ---------
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APPENDIXH 
Data 
(1) Situational Deterrents (F=9 M=6) Situational factors that are barriers to attending & completing a program 
of study 
(1 .1) Lack of Time (F=5 M=OO) Factors contributing to lack of time 
(1 .1.1) Employment Responsibilities (F=1 M=OO) 
(1 .1.1.1) Maintaining Work Schedule (F=3 M=5) 
(1 .1.2) Family Obligations (F=2 M=1) 
(1 .1.2.1) (F= 7 M=2) Care of Children 
(1 .1.2.2) (F=2 M=1) Care of Spouse 
(1 .1.2.3) (F=OO M=OO) Care of Other Family Members 
(1 .1.2.4) (F=1 M=OO) General House Duties 
(1 .1.3) Personal Well-being (F=OO M=OO) 
(1.1 .3.1) Mental Health Appointments (F=1 M=OO) 
(1 .1.3.2) Physical Health Limitations (F=OO M=OO) 
(1.2) Support Network (F=OO M=OO) Identified support toward a personal educational plan 
(1 .2.1) No external/internal supports (F=2 M=OO) 
(1 .2.2) External support available- family &/or friends (F=1 M=2) 
(1 .2.2.1) Support of spouse (F=1 M=OO) 
(1 .2.2.2) Support of children (F=1 M=OO) 
(1 .2.2.3) Support of other family members (F=3 M=1) 
(1 .. 2.2.4) Support of friends including boy/girl friend (F=2 M=OO) 
(1.2.3) External Support- CAE (F=OO M=1) 
(1.2.3.1) Support of CAE academic supervisor (F=1 M=OO) 
(1 .2.3.2) Support of CAE instructor/s (F=2 M=3) 
(1 .2.3.4) Support of CAE Internet & other learning materials (F=OO M=1) 
(1 .2.4) External Support- other agencies (F=OO M=OO) 
(1 .2.4.1) Support from workplace (F=1 M=1) 
(1.2.4.2) Support from child minding service (F=1 M=OO) 
(1 .2.4.3) Support from counseling agency (F=2 M=OO) 
(1 .2.5) Internal Support (F=2 M=5) Drive and determination from within 
(1 .3) Health Issues (F=OO M=OO) Identified chronic health issues 
(1.3.1) No identified health issues (F=3 M=3) 
(1 .3.2) Physical medical health challenges e.g., high cholesterol, acid reflux, chronic 
headaches, respiratory problems, chronic back pain (F=4 M=2) 
(1 .3.3) Mental Health (F=OO M=OO) 
(1 .3.3.1) Attention deficit (F=1 M=1) 
(1 .3.3.2) Depression (F=2 M=OO) 
(1 .3.3.3) Anxiety (F=2 M=OO) 
(1 .3.4) Substance Addiction (F=OO M=OO) 
(1 .3.4.1) Nonprescription drugs (F=OO M=2) 
(1.3.4.2) Cigarettes (F=1 M=OO) 
(1.4) Health Support (F=OO M=1) Relied upon support for chronic health issue 
(1.4.1) No health support (F=1 M=1) 
(1 .4.2) Professional Support- medical (F=OO M=OO) 
(1.4.2.1) Consults with doctor (F=4 M=1) 
(1.4.2.2) Receives physiotherapy (F=OO M=1) 
(1.4.2.3) Receives medicinal support (F=3 M=OO) 
(1.4.3) Professional Support- mental (F=OO M=OO) 
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(1.4.3.1) Receives counseling support (F=1 M=1) 
(1 .4.3.2) Receives support from mental health (F=1 M=OO) 
(1.4.4) Non-Professional Social Support (F=OO M=OO) 
(1 .4.4.1) Support from friends (F=OO M=1) 
(1 .4.4.2) Support from family (F=OO M=1) 
(2) Dispositional Deterrents (F=9 M=6) Those deterrents derived from hardwired traits such as psychological, 
personality, and attitudinal make-up of the student and their beliefs about their abilities to learn. 
(2.1) CAE Psychological Environment (F=OO M=OO) How CAE Social Environment is Perceived by 
Participants 
(2.1.1) Undecided about Perception of Social Environment (F=2 M=OO) 
(2.1.2) Feel Supported (F=1 M=2) 
(2.1.2.1) Feel that Staff and Students are Respectful (F=1 M=1) 
(2.1.2.2)Feel Comfortable and Welcomed (F=4 M=3) 
(2.1.3) Feel Uncomfortable (F=2 M=OO) Feel like others are judging me 
(2.2) Influence from Past to Now (F=OO M=OO) How past learning experiences influence learning now 
(2.2.1) Past experiences has no influence on present approach to learning (F=1 M=2) 
(2.2.2) In Control (F=OO M=OO) 
(2.2.2.1) Feels a sense of control over personal learning plan (F=1 M=2) 
(2.2.2.2) Feels a sense of control over peer pressure and acceptance by peers (F=2 
M=2) 
(2.2.2.3) Applies effective study strategies and study management (F=2 M=1) 
(2.2.3) Negative Perceptions (F=4 M=1) Continues to struggle with past negative experiences 
with peers and teachers 
(2.3) Self-Esteem and Progress (F=OO M=OO) The influence the level of self-esteem has on willingness 
to learn at CAE 
(2.3.1) Unsure of how self-esteem influences progress (F=1 M=OO) 
(2.3.2) Healthy level of self-esteem (F=6 M=6) Has a moderate to high sense of self-esteem 
that positively influences and enables to progress in courses/program 
(2.3.3) Low Level of Self-Esteem (F=2 M=OO) Has a below moderate to low sense of self-
esteem that impedes ability to progress in courses/program 
(3) Institutional Deterrents (F=9 M=6) Those deterrents pertaining to methods of instruction, policies, and 
program requirements 
(3.1) Reaction to Physical Environment (F=OO M=OO) Reaction when physically approaching and 
entering CAE 
(3.1 .1) Unsure of reaction (F=2 M=OO) 
(3.1 .2) Positive Reaction (F=OO M=OO) 
(3.1.2.1) (F=OO M=3) Proud/Confident 
(3.1 .2.2) (F=3 M=1 ) Relaxed 
(3.1.2.3) (F=1 M=1 ) Excited 
(3.1.3) Negative Reaction (F=OO M=OO) 
(3.1 .3.1) Embarrassed/Ashamed (F=1 M=OO) 
(3.1.3.2) Anxious (F=1 M=OO) 
(3.2) CAE Environment (F=OO M=OO) Perception of Overall Learning Environment in CAE Classroom 
(3.2.1) Unsure of Overall Perception of CAE Learning Environment (F=OO M=OO) 
(3.2.2) Supportive Learning Environment (F=OO M=OO) 
(3.2.2.1) Staff are available and helpful (F=3 M=3) 
(3.2.2.2) Instructors honor independent learning and scheduling (F=1 M=1) 
(3.2.3) Distractive Learning Environment (F=2 M=1) 
(3.2.4) Interactive Learning Environment (F=OO M=2) 
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(3.3) Current Use of CAE Support Services {F=OO M=OO) Accessed Support Services Used at CAE 
(3.3.1) Have Not Accessed Support Services at CAE (F=4 M=2) 
(3.3.2) CAE Staff (F=OO M=OO) 
(3.3.2.1) Instructors {F=3 M=4) 
(3.3.2.2) Academic Advisor (F=3 M=2) 
(3.3.3) Workshops (F=1 M=OO) Basic computer skills and Internet workshops 
(3.3.4) Face-to-Face Class (F=1 M=OO) Attends intermediate upgrading class 
(4) Factors That Delay Progress and Graduation (F=7 M=6) Factors that are believed to delay 
course/program progress and graduation as identified by participants. 
(4.1) No Distance Learning Option (F=OO M=OO) 
(4.2) Personal Deterrents (F=OO M=OO) 
(4.2.1) Health Problems (F=2 M=OO) 
(4.2.2) Employment Schedule (F=1 M=4) 
(4.2.3) Lack of Motivation (F=OO M=1) 
(4.2.4) Meeting Care and Needs of Family and Children (F=4 M=2) 
(4.2.5) Legal Problems (F=OO M=1) 
(4.2.6) Lack of Self-Esteem (F=1 M=OO) 
(5) Suggested Continuing and Adult Education Support Services (F=9 M=6) Participant suggested support 
services thought to benefit students at Continuing and Adult Education 
(5.1)No Suggested CAE Support Service (F=1 M=1) 
(5.2) Unaware of Current Support Services Offered (F=O M=2) 
(5.3) Child Minding Service (F=4 M=O) 
(5.4) More Options for Learning (F=OO M=OO) 
(5.4.1) More One-on-One Support Staff or Tutors (F=1 M=1) 
(5.4.2) More Online Courses Available in Full Format (F=1 M=O) 
(5.4.3) Computer Lending Program (F=O M=1) 
(5.4.4) Extended Hours of Operation (F=1 M=O) 
(5.4.5) More Computer Workshops (F=1 M=1) 
(5.4.6) Support Student Success through Personal and Professional Development Courses 
(F=2 M=1) 
(5.4.7) Library (F=O M=1) 
(5.5) Transportation (F=1 M=O) 
(5.6) Health Resources (F=1 M=O) 
108 
